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In this report we present the main findings of the three year NordFargk Rannigunded research
project Learning Spaces for Inclusion and Social Justice: Success ftaribarhigrant Students and
School Communities in Four Nordic Countfiieg. project started in January 2013 and will conclude in
December 2015The report is primarily intended for préioners and policy makers. In the report we
first introduce the mainaims of the project, the researchers and the methodology, followed by an
introduction of main findings from each country. Bdsm the findings, we conclude with a discussion
and some guidelines and recommendations for school development. The report radbales
definitions of some of the main concepéppliedin our project. We hopedhat the report will be
interesting and helpful for practitioners on all three school levels and policy makers in all four
countries.
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Definitions of terms

Inclusion

Inclusive schools are intended to find ways to educate all their students successfully, thus working against
discrimination and leading to an inclusive just society where everyone is a valid part{@pnt2011; UNESCO,
1994) A broad definition of inclusion focuses on diversity and how schesgiend to and value a diverse group

of students as well as other members of the school community. Inclusion is aimed at directing attention towards
inequalities presented in exclusion and discrimination against diversities such as social and etimétacioas,

religion, gender, and ability of students and their families. Inclusion is seen as an on going process focusing on
increased participation in education for everyone involgabth, 2010)

Social Justice &ghity

Equality is often mistakenly associated with social justice in the way difference is treated. According to the
equality perspective individuals andogps should be treated according to need; that is, they should be treated
equitably. Treating individuals equitably rather than equally provides the potential of counteracting existing
unjust differences. Those advocating for critical social justice seekld that is fair and equitable, for everyone,

not a world where everyone gets the same to reach the same (Rgds & Rottmann, 2007)

Succes

In general, success is often described as achieving set personal, political or social goals and can as such be either
4dz0 2SOGAGBS 2N 202SO0GADBSd {dzo2SO0GABS &dz0O0S&aa Aa (GKS ai
the selffulfilling feeling of achievement based on personal goals, such as relating tbeusdj, family or agency.

Objective success relates to the pdiitior societal success that h&s do with education and employment,

material goods and status and is based on a dtadised or measurable view of what it takes to be successful as

an individual, a school or a communibtgfor, Layne, & Dervin, Forthcoming, 2016).

Immigrant

A definition of immigrant can be derived from OECD, referring to the febgignpopulationj.e. all persons who
have ever migrated from their country of birth to their current country of residence. The foreign population
consists of persons who still have the nationality of their home coy@BCD, 2011)Given the different
historical conditions in the four countries, in the present research participants also include-generation
immigrants, referring to children and youth born of immigfrparents.

Learning Spaces

Learning spaces refer to school communities as well as other learning environments and practices than schools,
GKAOK YIFe 0S8 AYLERNIFyG 2N AyadNduzySydlrt F2N 0KS @&2dzy/3
spaces can be developed within the salend in each classroom these spaces can be created or opened up both

by teachers and students. These learning spaces include social contexts, networks and resources that encourage,
develop and nurture learning, supporting students to become agents af lifedlong learning and active

participants in society. The concept of learning spaces allows us to explore how the issues of social justice and
equity are embedded in the learning procéBanks, 2007; Gee, 2004)

Critical Rdagogy

Critical pedagogy is an approach through which students and teachers engage in learning as a mutual encounter
with the world. Critical pedagogy implies praxis, developing the important social action predispositions and
attitudes that are the backbone of a democratic society, and learning to use them to help alter patterns of
domination and oppression. Critical pedagogy is a way of thinking more openlyritiodllg about learning,

rather than being a mechanistic strategy or a technical process. Critical pedagogy is not a standard set of
practices, but rather a particular stance -@wis knowledge, the process of learning and teaching, and the
educational @avironment in which these take plag¥dieto, 2010)

Critical Multiculturalism

Critical multiculturalism has, over the recent years, challenged liberal agprsdao multicultural education. By
combining and developing various critical theoretical threads such agamigt education, critical race theory,
and critical pedagogy, critical multiculturalism has offered a more complete understanding of opprasdion a
institutionalization of unequal power relations in educatidmay & Sleeter, 2010)his field has examined many
challenges in modern societies, such as the cultighats of minority groups and, on the other hand, educational
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development that serves largely the defined needs of a particular majority or majdhitees & Sleeter, 2010;
Parekh, 2006)

Leadership

Today leadership is defined as a social interaction among a certain group that is working toward a common goal

or purpose. The main objective of leadership is toteréalowership(Gardner, 2007; Sergiovanni, 2006)ne or

more persons providing leadership influence foll®e Yy R f SI R GKSY G2 F20dza 2y (K¢
objectives. An effective and fruitful leadership inspires followers to enthusiastically use their energy to achieve the
organizational mission and objectivB#/inston & Patterson, 2006 he main focus of leadership in recent times

is to create consensus around organizational va{@dner, 2007; Sergiovanni, 2006; Spillane, 2005)

Diversity

Dictionaries define diversity as the state or quality of beinfgmit or varied. Today the term is commonly
associated with the terms multicultural and immigraiitsartmann, 2015)In school context diversity is a natural
characteristic of a school community, mirroring the wider community, and it can be explained as the range of
characteristics that result in a perception of difference among people. This perception of difference can elicit
responses in others that can either be favourable or unfavourable to the individuals in quéstiohy &
Coleman, 2007)n this case we refer to dirgity in connection with ethnic, religious and/or linguistic background.



Introduction

The main objective of ththree-yearproject (January 20:tBecember2015)wasto draw lessons from
success stories of individual immigrant studeamd whole school communities at different levels that

have succeeded in developing learning contexts that are equitable and socialligasting spaces

refer to school communities as well ather learning environments and practices than schpalsich

may be important or instrumental for the young immigra@srticipation and success. In the project,
studentsuccess is defined as social as well as academic. By identifying success stories and good
practicesour aim wadgo provide guidelines for teadhg and school reform based on these strategies.

Two main aims of the study are to 1) understand and learn from the experiences of immigrant
students who have succeeded academically and socially and 2) explore and understand how social
justice is implemeted in equitable and successful diverse Nordic school contexts and other learning
spacesThe project integrateshe followingfour subthemes and main research areas that are clearly
interrelatect

A. Students: Experiences and aspirations of immigrantiemnts.

The main aims of this research area are to identify and describe the experiences and aspirations of
children and young adults of immigrafitackground in each country who have been successful
academically and sociallgey research questiormse:

What learning environments and practices (schools and other) seem to be instrumental for young
immigrantparticipation and success iteir schools and society and how do they describe their
situation, motivations as well as obstacléd/hat are the youngmmigrant€expectations of teachers

and curriculum?How do students experience belonging to different groups and what are their
aspirations in these settingsWhat are the immigrant childréd and young adulflanguage
backgrounds, language learning environmeiatsd attitudes towards their culturesf origin and their
majority Nordic culture and society?

B. TeachaQprofessional development, pedagogy and teaching practices: Teachers as agents and
facilitators of inclusion.

The main aim of this research area is to identify how schools engage with students and society to
promote, develop and sustain inclusiteaching practices based on social justice. Furthermore, to
explore how teachers create inclusive spacdthiw their classrooms that allovthem to identify,
respond to and build on the multiple experiences, linguistic and cultural background of their students
includingthe mainobstacleghe students faceKey research questiorsse:

What particular roles iad practices can be identified in teach@work with diverse groups of children
and parents®hat sort of professional development do educational authorities deachersto help
them to work with children of multiple backgroundsid how effectives it? What are the common
pedagogical characteristics of teachers who meet diverse stuflexpectations and actively promote
social justiceand equality”How do teachers of immigrant background identify their role in particular
as facilitators in empoweringnmigrant students?How does student diversity influence teach@rs
work?
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C. Leadership, collaboration and school cultures: Promotion of democratic participation and
collaboration of students, teacher&nd parents

The main aim of this research area dsexplore how leadership promotes and sustains democratic
participation, inclusive practices armbllaboration of students, teachers and parents @onddentify
the main obstacles for forming a collaborative school cultiey research questiorase:

Howdoes demaocratic participation and involvement of teachers, students and parents represent itself
in the schools and how is diversitgflected in the school communitied?ow do teachers, students

and parents experience their school community in terms aindes for involvement and access to
decisionmaking?How is diversity regarded in their school community and how is it reflected in school
policy, curricula and practicedfow are the visions of leaders and the stated policies of the schools
consistent wih and reflected in the experiences of the teachgrarents and students®low do the
schools ensure that adequate resources are available to students, so that equal opportunities for
learning are created?

D. Policies and curricula: Main criteria relating equity, inclusion and social justice in educational
policy, national curriculum guidelinesschool policy and curricula.

The main aim of this research area is to identify the main criteria relating to equity, inclusion,
democracy and social justice imlgy documentsof the participatingschools as well as in national
educational policies and national curriculum guidelinEse ley research questiois:

How are equity, inclusion, democracy and social justice reflected in policy documents and curricula o
national and school levels?

In this report we introduce and discuss the main findings within the four research areas frtwurall
countries.



Researchers

Iceland

Hanna Ragnarsdéttihannar@hi.iss the project leader. Shas Professor of
Multicultural Studies at the University of Iceland, School of Education. She
completed a B.A. degree in anthropology and history from the University of Iceland
in 1984, an M.Sc.degree in anthropology from the lanm&chool of Economics and
Political Science in 1986 and a Dr.philos in education from the University of Oslo in
2007.Her research has mainly focused on immigrants (children, adults and families)
: in Icelandic soety and schools, multicultur&aducation and school reform. She has
published widely on these issues in international and national journals.

Renata Emilsson Peskovepl@hi.isis a PhD student at the University of Iceland,
School of Education. Her research interest lies with plurilingual students and
heritage language learning in formal and informal settings. She has worked as a
language teacher for over fifteen years aiglcurrently chairing an NGO that
coordinates heritage language classes in Reykjavik.

Sue Gollifersusangollifer@yahoo.co.uls a doctoral student and teacher assistant

at the School of Education, University loeland. She has published on citizenship
and human rights education, multicultural education policy and marginalised
g2YSyQa adz00Saa Ay 2@SNO2YAy3d LRtAGAOL §
development projects in Cambodia for over twenty y@and is currentlyvorking on

an EdD study that explores how human rights education in upper secondary schools
in Iceland is represented by ten teachers and their stories.

Anna Katarzyna Wozniczkekwl1@hi.isis aPhD stident in educational sciences at
the University of Iceland witla background in education studies and international
relations from Poland, Spain and Iceland.

Anh-Dao Traradk3@hi.ist NI y Q& F A S fnRilticaltdiral &diican@r v8th theh a
focus on upper secondary level. Her dissertation has the Ditiicient Foreigners or
Untapped Resources: Students of Viethamese Background in Icelandic Upper Schools.
Her MA was in teachingearingimpaired students. Shdeft her home country, Viet

Nam at the end of the war in 1975. She has fotmat being able to work with other
members of the team from different countries the Learning SpaceProject has
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SusanRafik Hamarh2@hi.isisa PhD student at the School of Education, University
of Iceland. She completed her MEd in adult education and human resources
development from the University of Iceland,BA degree in Icelandic assecond

, languagein 2011, anda teachingcertificate in 2008 from the samainiversity. She
alsocompleteda BA in Englisfrom Salahaddin Universityn 1997 anda diploma in
pedagogy from the Institute of Education in Suleimany in Iraqi Kurdiista893

broadened her perspectives her field of studies

Samuel Lefevesamuel@hi.igs an Associatérofessor at the University of Iceland

and has taught English and language teaching methodology in the School of Education
since the year 2000. He has a iWEducatiorwith emphasis on Teaching English as a
Second Language from the University of Kansas, USA. He has done research on
incidental language learning and English skills of young children in Iceland and took
part in research conducted by the University of Icelandthe changing status of
English in Iceland and its impact on the learning and teaching of English. He also works
Ay GKS INBIF 2F &aS0O2yR fly3dzZaZ 3S tSFENYyAy3a IyR A&
participation in Icelandic schools @society.

Hildur Blondal Sveinsdéttihildsvei@hi.isis a doctoral student (PhD) at the
University of Iceland, School of Education and a former Adjunct Lecturer. She has a
MEd in Multicultural education and her resea has mainly focused on global
mobility, multicultural education and immigrant issues in Icelandic schools and
society. She has published both nationally and internationally on issues relating to
multicultural educationjnternational education and empasyment.

Edda Oskarsdottiedo@bhi.isis a research assistant and currently pursuing her
doctorate at University of Iceland. She has 19 years of experience as a special
education teacher and coordinator of support servicesh®e compulsory school

level in Iceland. Her research is a sifdy of inclusive practices and how special
needs education can be inclusive practice.

Hafdis Guodjonsdottihafdgud@hi.isis a professor athe University of Iceland,
School of EducatiorPreviously e worked for 25 years as a general classroom
teacher and special educator in compulsory schools. She completed her PhD at the
| University of Oregon in 2000. Hafdis has collaborated with colleaguesHtoope,

" Australia ad United States onprojects focusing on inclusive practices and
multicultural education, teacher education, and sslifidy of teacher education practices. Her research
interests are in the area of inclusive and multicultural educatfmactices, pedagogy, teacher
development and professionalism.
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Borkur Hanserborkur@hi.isis a professor at the School of Education, University of
Iceland. He finished a Badegree in education and psychology frahe University of
Iceland in 1982, and a PhD from the University of Alberta in 1987. His major research
interests are in the area of leadership, school management, school development and
educational governance.

Frida Jondottir frida.b.jonsdottir@reykjavik.isis a PhD student at the School of
Education, University of Iceland. She is also a project director and consultant for
multicultural preschool education dhe City of ReyjlvikDepartment of Education and
Youth. Her main research interest lies within multicultural early childhood education
with a special focus on linguistic development of multilingual children and educational
partnership with parents. She graduated wih MEd in Multicultural Educatioim 2011.

Helgi borbjorn Svavarssdmths11@bhi.isis a D student at the school of Education,
University of Iceland. He is also a project manager at Eyjafjdifélong learning
centre (SIMEY) in Akureyri, Iceland. His main research interest is in educational
leadership in diverse schools with special focus on democracy and social justice.
Helgi has a background in music education and performs regularly agesgiomal

horn player in orchesta  ensembls  and as a soloist.

Robert Bermarrobertb@hi.isis an Associate Professor at the University of Iceland. He
has an MA fronthe Ontario Institute for Studies in Education, igrsity of Toronto

and a PhD from the University of Lancaster in English: LinguieBesrch. He has
taught at every school level: Grade8®n a Native Reserve in Canada; at a secondary
school in Iceland; at a community college in Toronto; and ateusities in Canada and
Iceland. He directed the English Language Program at the University of Alberta for eight
years. He has also worked as a taxi driver, an airplane navigator and a barman.
Multicultural and intercultural educatiomave long been among his interests. However, it was only
after joining the LSP team that he began to research (langtelgeed questions) within the field,
work he finds especially rewarding.

Karen Rut Gisladéttikarenut@hi.isis an AssistantProfessor in the Shool of
Education at the University of Iceland. She completed her PhD in Education in 2011
from the University of Iceland. Her research intesdsiclude multicultural education,
sociocultural research on literp@nd language teaching and learning and-selfly of
teacher education practices. Her research meth@de qualitative action research,
teacher research and sedtudy.
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Hnland

Fred Dervinis Professor of Multicultural Education at the University of Helsinki
(Finland). Dervin also holds several professorships in Canada, Luxembourg and
Malaysia. In May 2014 he was appointed Distinguished Professor at Baoji University of
Arts and Sciences (Dh). Prof. Dervin specializes in intercultural education, the
sociology of multiculturalism and student and academic mobility. Dervin has widely
LJdzo f A A KSR AY AYOSNYFGAZ2Y I f 22dzNy I f a
mobility/migration.

Heidi Layneheidi.layne@helsinki.fis a Research Assistant and Doctocahdidate at

the University of Helsinki, Department of Teacher Educatider. iesearch interests
include critical pedagogy and postcolonial perspectwan intercultural education in
teacher education and internationalization of higher education, immigration and social
justice. She has work experienda teaching continuing education courses for
kindergarten teachers and elementary school teachers imantd, U#, and ona
Finnsh-Namibian summer high schoglroject in Namibia. In Finland she has been involved with
international migration issues and developing methods for intercultural learning and career guidance
for international students.

Heini PaavolaPhD heini.paavola@helsinki.fis working as a university lecturer in
didactics, especially multicultural education, in the Department of Teacher Eduestion
the University of Helsinki. Her researfdtuses on multicultural education mteacher
education context as well as prand primary school contegt Paavola is an active
member inFinnish national development and evaluation projects as wetlnesteering
committees for multicultural educationand in some international research and

2y

development projects. She also has over 20 years experience in working as a class teacher and special

education teacher ikompulsory schosl

Hille JanhonerAbruquahhille.janhonenabruguah@helsinki.fi PhD,is an university
lecturer at University of Helsinki, Department of Teacher Education. Current research
interest and teaching focuses on Consumer Education and Families in Multicultural
Society.

Rita Johnson LongforPhD, Postioctoral researcher at the University of Helsinki,
Finland. Her current research and teaching focuses on language and intercultural
education, student success, inclusion and social justice.
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Lars Anders Kulbrandstadrs.kulbrandstad@hihm.nas a professor of Norwegian at
HedmarkUniversity College. His research interests include multilingualism, language
acquisition, language attitudes and education in a multilingual and multicultural
society, and in these areas he has published books and articles nationally and
internationally and led several research projects, alone or with others. Professor
Kulbrandstad isa member of the steering team for the strategic research area
Education and Diversigt his university college.

Joke Dewildgoke.dewilde@hihm.noholdsa position as Assatie Professor in education at Hedmark
University College. She is particularly engaged in issues related to the fields of
n multilingualism and multilingual education. In her PhD dissertation, Dewilde is
“ concerned with the opportunities and challenges biliabumigrant teachers
g encounter in Norwegian compulsory schools. In the research project Learning
» Spaces for Inclusion and Social Justice, she has particularly enjoyed working with

young immigrant people and studying their writings in school and spare time.
include intercultural education and educational philosophy. In his PhD
dissertation Skrefsrud investigated the concept of intercultural dialogue in policy

documents for teacher education. In the resdarproject Learning Spaces for Inclusion and Social
Justice he has particularly enjoyed working with teachers in primary schools and learning from their
interactions with immigrant students.

Thor-André Skrefsrudhor.skrefsrud@hinm.noworks as an Associatéofessor
in education at HedmarkJniversity College in Norway. His research interests

Kirsten LauritserKirsten.Lauritsen@hint.nas a Senior Lecturer/Associate Professor

at NordTrondelag University College. Lauritsen is a social anthropologist and educator,
and has been a resedmer since 1995, with research topics related to immigration and
refugee refited issues (living conditions in asylum centres, repatriation,
unaccompanied minors and cultural diversity in schools and kindergartens). She leads
several research and development projects on intercultural competence in kinderggrageschool

and inernally at the university college and has published numerous research reports, books and
articles in the field of immigration.
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Sweden

Anette Hellmananette.hellman@ped.gu.sés a Senior Lecturer at the University of
Gothenburg, Degrtment of EducationCommunication and Learning. She completed
her PhD in Education in 2010 from the University of Gothenburg, Sweden by writing
the thesis Have you ever seen a pink Batmaegotiations about boyishness and
normality in Swedish Preschoand a post doc from Gakugei University of Tokyo,
Japanin 2013where sheconduced a study about nationalism, class, age and gender in preschools and
nurseries in Tokyo. Her research has mainly focused on negotiations of norm and normality in
OK A f R NBd#aylite, pé&eSsEEof inclusion and exclusion and on production of knowledge and
meaning in preschool among children, teachers and university students.

Johanned.unnebladjohannes.lunneblad@ped.gu.se Associate Professoat the
University of Gothenburg, Department of Educati@ommunication and Learning.

His main interests of researclinclude critical pedagogy, urban education and
multicultural education.He hasparticipated in both international anchational
research projects on learning, culture and identity in educational settings in-multi
ethnic communitiesdThe LSP project is important because it explores how education can make a
difference andgives mea great opportunity to work with other Noid scholars.

Ylva Odenbringylva.odenbring@gu.sePh.d.is Associate Professor of Education,
Department of Education, Communication and Learnuhgversity of Gothenburg.

Her main research interests are time fields of gender studies and social justice in
early childhood education and in primary and secondary school levels. She teaches
modules at undergraduate and postgraduate levaaid is supervising PhD students

in the field of child and youth studies.
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Methods

Mixed methodswere applied in theproject and each country research group colesttlata according
to the following research model:

Case studiewere conducted in schoolen three levelgpreschools, primary and secondary schools) in
urban and rural contexts irach of the four Nordic countrieSamplingwvas purposive in that althe
participatingschoolswere judged to be successfial implementing sociglistice and creating inclusive
learning spaces for all students. For sctemlectionindicators such as average gradest scoresand
drop out rateswere used, as well as evaluatisand judgement of school authorities. Focus groups,
semistructured interviews, participanbbservationand questionnairesvere used for data collection

in the schools, using a framework created by the research team. Docusanaadysis include
conversation and discourse analysés.order to gain a deep understanding of inclusive practices,
semistructuredin-depth interviewswere conducted withteachers from each of the schoolall the
school principals were interviewed individuallyhe participating teachensere purposefullyselected
according to themain criteria that they teach students with immigrabackgrounds.SdzRSy (i & Q
experiences of succesgere collected through wuepth interviews with studentsf immigrant origin in
schools in allcountries Participantswere purposefully selected by asking school principafs
teachersto identify and selecstudentswho were considered to be examples of succdswe indepth
study includel a variety of researchmethods, such as semstructured indepth interviews in a
language of the studenfxhoice, diaries (textual, pictorial or digitaBnd participant observation
(including shadowing), alisedin order to gain deep understanding of the different factors involved in
the success of each individusliVhere relevant, parents of the studenand childrerwere selected for
semistructured indepth interviewsn alanguage of their choice.

National curriculum guides, lasvand regulations on education in each of the farountries were
analysed in addition to school policies and curricula developed in each schoalysistook place
concurrently through theasearch period using qualitative procedures of content analgeing and
constant comparison.

Finally, @ electronic questionnairevas sent to all staff imll participatingschoolsin the project The
survey covered issues of educational polEypport from politicians and educational authoritiegbe
school communityleadership staff, organization, students/children and parents.
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Findings

Survey

The survey was conducted in 20Besponse ratewere lowin all countriesso the outcomes must be
interpreted with cautionSome of thanterestingresults were as follows:

Finnish respondents are strikingly more satisfigth their national education policthan respondents
from the three other countries. Sweden is at the ethend, with less than 1/3 of the respondents
being content. Iceland and Norway are placed fairly close to each other in the middle

TheFinnish respondents are just as happy vattucationalpolicy at the regional and local level, while
the Swedish respalents are even less satisfiesith regional and local level policy than national
policy. The Icelandic respondentsave similarfeelings regarding policy at all levelshile their
Norwegian colleagues are clearly more content with the local and regiatiaigs.

With regard to schodiunding, the Swedish respondents are massively dissatisfied, next comes Iceland
with a clear majority of unhappy respondents, while the Finnish respondentscarally split between

the response optionslif satisfied respondents and respondestwho are neither discontent nor
content are grouped together Norway and Finland arethe most satisfied¢ or perhaps least
dissatisfied of the four countries.

Responses regarding provision afdagogical help or professionalipport to schools are similar to
those regarding funding:Swedish respondentsare highly dissatified a majority of Icelandic
respondents are dissatisfiegvhile responsedrom Finland and Norwagre moreevenly distributed
and more positive

All'in all, Fhnish school personnel give the most positive responses to items dealing with support from
politicians and educational authorities, while the results for Swesleow a high degree of unease

with the state of affairsThe Swedish responses seem to indicateidespread consensus that the
Swedish school system is in a state of crisis. In contrast, the figures from Finland are in harmony with
the impression that education in Finland @verall,a success storylhe relative satisfaction othe
Norwegian respndents does not come as a surpr&e thereis little controversy over the education
policy at the moment anthe economy istrong.

A more uniform picture of the four countrieis seen in the data regardirigsues at the school level

but here too thereare differences worth commenting on. Again the Swedish respondents often stand
out as an exception. In all countries, th@ajority of respondentsagree thata policy for children or
students with foreign backgrounexistsin their schools (figuresangefrom 74% in Sweden to 94% in
Norway) and to a large extent this policy is agreed upon by the personnel in the schools (from 63% in
Sweden to 90% in Norway). In Finland, Iceland and Norway the respondents report that there is a
policy for multicultural eduation in their schools (Iceland 73%, Finland 84%, Norway 90%) and that
there is agreement on this policy (Iceland 57%, Finland 67%, Norway 90%). The Swedish respondents
tend to be quite uncertain whether or not there is such a po(8¥% say there is on21% disagree
and47% are in doubt When it comes to a policy for inclusion, respondents in all the four countries
say that there is such a policy in their institutions (fr66% in Sweden to 90% in Norway) ahdre is
agreement on the policyfrom 60%m Sweden to 92% in Norway). On the item concerning emphasis
on continued professional development in the area of multicultural educattoa countries form two
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quite distinctpoles In Finland and Norway, the respondents report that there is such an esippha
(Finland 71%, Norway 75%); in Iceland and Sweden less than 40% give a positive response, and in
Sweden as many as 50% say that this area is not emphasized while mlangitcrespondents are
uncertain (44%).

In all four countries, the respondents iiedte that school leaders are active participants in developing
the learning environment for children and students of a foreign background (from 54% in Sweden to
88% in Norway), that they emphasize the wading of all students (frol80 % in Sweden to 98%
Norway), and that they support the teachers and other staff in their work (form 76% in Iceland to 98%
in Norway).

On items dealing with the teachd@swn work, a majority of respondents across the countries indicate
that they plan learning opportunitefor children and students of a foreign background (from 57% in
Iceland to 97% in Finland), support partnership between children and students with a foreign
background anather students (from 75% in Iceland to 94% in Finlaady emphasize equality and
participation of all students (from 91% in Finland to 96% in Norway). When it comes to using an
adapted curriculum for children and students with foreign background, there is a majority of
affirmative responses in all countries but Iceland, and Icelandlss at the bottom concerning
cooperation with parents of children and students with foreign background, although a majority of
Icelandic respondent&7%) answer positively

Case studies

Iceland

Country context

The languages, cultures and religions ©fSf I yRQa LR LJzZ I A2y KI @S 06S02Y
recent decades as a result of immigration. According to Statistics Iceland, the immigrant population in
Iceland has grown considerably from 1996 to 2014: In 1996, 2% of the Icelandic populationrstere f

and second generation immigrantsith an increasd¢o 9.4% in the year 2014 and the numbers are still

growing (Statistics Iceland, 2015a). In 2013, 11% of all preschool children (Statistics Iceland, 2015b)

and 6.5% of all compulsory school children had mother languages other than Icelandic (Statistics
Icdand, 2015c).

Equal access to education is defined by OBEDG KS LINBaSy O0S 27F SljdzZ £ 2 LILI2 NJ
I £ ¢Séhraadlischler & Azahaf, 2011, p..7yhe Republic of Iceland ratified the United Nation
Convention on the Rights of the Child 1892 and adopted the Education for All Declaration in

2000The right to education for all persons is clearly statedicelandic policyicelandidaw guarantees

equal access to education for all children until they are 18 yeargMilistry of Education &cience

and Culture, 2008b)

The Icelandic educational system is divided into four levels: preschool, compulsory (primary), upper
secondary, and tertiary. The local municipalities are responsible for opera@eigols and
implementing the laws at the prebBool and compulsorgchool levelgMinistry of Education & Science

and Cultural, 2008 Education at theupper secondary schoaind universily levels on the other hand,
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is underthe responsibility of the Ministry of Education, Science and Culture (MingtEducation &
Science and Culture, 2008b).

The three separate acts that were stipulated in 2008 acted as the guiding policies for the development
and implementation of the national curricula at each school level; preschool, compulsory, and upper
secandary. In 2011, the National Curriculum Guides and the curricula for the three school levels were
enacted. As specified in these documentd)et role of schools is to facilitate the consistency and

continuity of education for students as they progress thgbuhese levels in accordance with each

AYRAGARIZ £t Q4 FoAtAGE | yR yife§& Artamerkabpilaisddhaegy(d dzf |

sustainability, health and welfare, democracy and human rights, equality, and creatiwvitgchool
activitiesand studies.

In municipalities where therare high numbers of students of immigrant background, educational
policies ensure an education that is equitable and inclusive for this student population. They

emphasizeopen communication andvorking closelywith parents (translating information into

RAFTFSNBY(G fly3ada 3S&8 yYyR dzZAAy3I AYISNLINBGISNRO X
languagesusingmultiple forms of pedagogical practices, encouraging interactive communication, and

providingingtruction inlcelandic as a second language.

PreschoolqP)

Plis a preschool located in the northern part of Icelang
in a municipality with around 4% immigrant populatio
The school was established in the 1950s
accommodates 90 children, thereof 18 with immigra
background. The group of professionals includ&s
women and 2 men, most of whom have a univers
degree in pedagogy and early childhood education.
of them have an immigrant background. Staff retentio
rate is high. The preschd®lcoreprincipleis Learning
through play The preschool is organizeitito four

divisions where children are grouped by age. All divisions share a central open space, where most of
the children have their meals and meet and communicate in different activities such as art and free

play. Each division is independent and conmicates information about activities to the parents
through daily communication antthe schoohomepage.

P2 is located in a part of the capital area with around 18% immigrant population. The preschool was

founded in 1975 and has specialized in workindnwhildren with special needsom its inception Out

of a total of 86 children, apprimately 30 % are of nothicelandic or mixed background. The preschool
has an exceptionally diverse staff composition. The group of 29 includes 8 men and 21 women, of
which 7 have an immigrant background. The age range of the staff is also broad in comparison to the

GF GSNF 3S¢ LINBaOK22td ¢KS a0K22t aLISOAIt AT SaA
and social justice. It haalso recently responded to ineasing cultural and linguistic diversity by

emphasizing culturally responsive practices. Everyday activities evolve around free and organized play

both indoors and outdoors, organized assignmeatg] daily routines aroundest andmeatimes.

P3 is situated in a part of the capital area with around 25% immigrant population. The preschool was

founded in 1980 and is organized into three divisidiased onage. One third ofthe staff have

17



immigrant backgrounsl Out of a total of 57 children, 46 (amximately 80%) have immigrant
background. The prescho@ Y 2 (T5i2y Qa TStadbrece WENR K G O2NB G f dzSa
well-being, language, democracy, play and creativity. The preschool strives to make both parents and
children feel welome andthat they arevaluable members of the school communifyhe preschool

provides mother tongue support as well as Icelandic language classes for parents. The preschool has
been awarded several grants for development projectsstgpport mother tongue teaching, to

promote democratic participation within the preschotd, foster preschoolg parent collaboration, to
strengthen ties between different school levelprdschool/primary school) ando facilitate
cooperation with a local sports team.

Policies and curricula

The policies in all preschools arkild-centred. Child initiated play is an approach that works well for
children thatare able to participate in the communicativeocial and cultural norms of the preschool

and have fluency in thianguage of instructiomAppropriate linguistic scaffolding benefits the Icelandic
second language learners in the group. Creating a community for children, parents and staff is another
common emphasis in the preschools. One of the preschools emphasizes positive communication and
322R O022LINI A2y 6 A G KethdskoSthisGehaaefRetsyeness and ffexidility Sa @ ¢
and for the last 10 yearst has activelyparticipated in developmental projectsn the areas of
multicultural education,nature and the environmentand international cooperation. The school
frequently cooperates with a university in various projects and research. The te@bkéess ofself
efficacyare a prominent trait that permetes the whole school. The staffvery proud of the school,

its poicy and curriculum and engagen impromptu discussions about it during our visits and
observations. The staff belies@ the ideology and practicesf the schoal

In another preschool, the ethos and everyday practices reflect equality, diversity anucdmey and it
has attracted parents from various neighbourhoods because they want to give their children this
unique educational opportunity.

One of the preschoslhas a curriculum with five main aims whiciin be saigxemplify all the schools.

Theairmd NBY (2 ¢2N] F2N) 0KS Sljdz2rtAdae 2F +Fff OKAfRN
O22LISNY A2y 2F |ttt LINRPFSaaAazyaT G2 A0dNBy3adkSy (K
and empathy for othersandi 2 4 G NBy 3 (1 K Sy déd&oprieRtNi yhOsipreh® yhEnNtbr €

fAFS Ay | NBaLRyairotS sled ¢KS LINBaOK22f Aa 2NHI
work plan also state that the teachers and staff understand equality in a broad sense: human rights are
emphasted, and multicultural and equal validity of viewpoiate implemented in daily activities. The

preschool emphasizes collaboration with parents based on respect and whith is highly valued by

the parents Various methods are used to achieve this ancensure that all parents are reached.
Interpreters are present at all meetingswith immigrant parents, and aids such as visual
communication books are used on a daily basis. Individual curricutadazhildren aredeveloped in
cooperationwith parents Information to parentds disseminatedh Icelandicand additional languages

whichis one of the keys to good cooperation with immigrant parents.

The school ethos of one of the schools is reflected in active communication with parents and children
across languages and cultures. Both in interviews with parents and in observations the transnational
competence of teacherwasobvious. The leadesf the schoolconscientiously reaches out to parents

to offer them assistance with different matters regarding their children and themselves. Our
interviews with parents gave a clear message of parents sensing trust, acceptance, understanding and
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respect when conmunicating with the leader. Teachers atite rest of thestaff develop a deeper
knowledge and understanding by reflecting on everyday practices, and simultaneously creating a true
learning community. The school conducts an internal assessment every yeapart of its annual
report that it sends to the municipal school authorities. This is carried out with input from all divisions
as well as individual teachers attte rest of thestaff. This school has developed its own ambitious
language and literacyqticy inspired by the municipali® literacy policy which focuses on emergent

literacy and active bilingualism. Policy and practice in this school are under revision and no stone is left
unturned in the quest to create aue learning environment wheradividual needs are met.

Leadership

The structure and organization of the preschools does not differentiate immigrant children. They are
fully integratedin the schoolSorganization. In all the schools the leadership regards diversity as a
precious assethat needs to be cultivated and nurtured. The leaders focus on chi@lreellbeing and

go an extra mile to accommodate the immigrant families because of their lack of social network. This is
expressed by a parent who notes that it is not enough to haaehers speaking heritage languages if
the attitudes of staff and ethos of the schoate not supportive of bilingualism and diverse cultural
backgrounds.

The leadership in the preschools is also supportive and participauiitiative takingby staff, dildren

and parents is encouraged and all members of the school community are encouraged to influence
school policy. Parents and staff express how their voices are heard and how they are encouraged to
develop new ideas and share with othéngheir schoolcommunity, although the level of participation
differs between schools. In one of the schools, the stafery involved in all major decisions, such as
revisions of school policy, planning events and project development. This results in a strong esnsens
among the staff because the leadership allocates enough time fdefth discussions. The children

are involved in projects where they can have a voice in influencing the project process. Other examples
of inclusive and democratic practices are in @mighe schools where the stai encouraged to put

their ideas forward and argue for their importancethe majority agrees on thjghe ideas are put

into practice and often the person that came up with the idea is made responsible for its
implementaton.

In one of the schools the democratic participation of all children appears clearly in the way diversity is
integrated in the school culture. All the children participate in all aspects of school life, regardless of
their language abilities or physicdisabilities. Support is available for all children in all activities to
ensure no child is inactive.

The leaders in all schools strive to build a learning environment for diverse children and their families
centring on respect and devotion. Sorteaders although working in stressful conditions, go out of
their way to meet the need of children and their families.

Teachers

Although everyday activities in the three schools differ, educational practiceshalicecentred and
generally based on diversityith the aim of involving all children in active participation. Chidtred
approaches appear for example in child initiated pdaygd curiositybeing the driving forcein one of
the schools, where everyday activities evolve around free and organized bplén indoors and
outdoors, organizedictivities anddaily routines aroundest andmeatimes ¢ all with the focus on
offering the children diverse opportunities to learn through discovery andesgforations but with

19



assistance as needed. Taetivitiesare thus based on the interests of children, but adsexpertise of
the staffthat strive to support the childreand shae theirknowledge with thé colleagues.

The children base their choices during group work on their strengths and interestebgeatly guided
into challenging themselves with new subjecBchooltime observations showetiow capable the
staff is in encouraging the children to make autonomous decisions and become-ropeted
members of the school community. An example of this frdm observationswas a discussion
between astaff memberand a child aboutO K A f RifidBeyft @Qllities and how some children need
specialized equipment to be able to use the computer.

In one of the preschools a calm and nurturing environment is ceceébe all childreng with staff
members present at all times and even in chaotic situations the children seem to be active and thriving
participants regardless of ability. For example, teachers used calm suggestions oto smive
disagreemers by givingthe children options and asking them if they could help them find a common
ground.

In some of the schools the linguistic and intercultural knowledge of teachers with immigrant
background are shared in daily communication with children and parents, bygisiiverse language
skills Many of the immigrant parents feel more confident talking to a member of st&id shares

their experience of moving between countries and beingleelandic language learner. However,
these individuals are not responsible foathing the children their heritage languages or interpreting
very sensitive or emotional matters between parents ahd preschool. Rather, these teachers are
active in initiating support for the children. In all three preschools, the effects of diversitihe
everyday practices of the teachers are visible to some extent.

Children (parents)

The parents in all the preschools share the view that preschools should be open and flexible and
develop a feeling of security and competence in their children. Tnefer teachers with personal,

open and relaxed attitudes. Parents in all preschools are generally satisfied with their c®ildren
preschools. Most of the parents emphasize that they feel welcome and content with the preschools.

During the transition ira the preschool, communication with the immigrant parents and support for
their children is vital. Most of the preschools can be described as learning communities chiidren

of diverse backgroundthrive in an environment that supports and facilitateketr learning and
personal growth. Emphasis is put on active communication with the parents and involvingrthieen i
school community.

Challenges

Some challenges appear in the data from the preschools. One is that the leaders are working in very
demandingconditions. Some of the schools suffer from low staff retention andw percentage of

staff with degrees in education or child development. It is often verytm@suming for the leaders to

go the extra mile in working with and supporting parents ahilidcen with diverse needsShortages of

staff and resource also present challengésiother challenge has to do witbhild-initiated play.
Although thisfocus seems to be suitable for most of the children, Icelandic second language learners
could be inclded more actively with conscious scaffolding and support. We observed missed learning
opportunities for some of the immigrant children due to this fact. There are also causes for concern in
relation to some of the immigrant childr&@social position in # peer group and the marginalization

of somechildren, especially those that have not mastered the language of instrudtioone of the
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preschoolsthere wasevidence of hindered communication with parent&formation on the school
website and lettersd parentswere only availablein Icelandic Although this school had a politiyat
emphasied democracy, it lacked initiative in reaching out to the immigrant parents. Lack of
knowledge and confidence among the teachers on how to communicate with divansiel with
other languages as the teachers could be one of the reasons.

Compulsory schooléC)

Cl is situated outside of the capital anarea with over
10% immigrant population. The school was establisi&s
around 1900In 20132014 there were 53 employees ii
the school (39 women and 14 men), 34vdfiom were
teachers. None of teachers had a foreign backgrout
According to thed O K 2 éxfer@iad report, the staff ,
turnover rate is relatively low. There were 302 studenimg
enrolled in 16 classes in grades-1D; 23% of the '
studentswere of a foreign origin. The school runs an

AYYAIANI yi  dzy Anfernatibhal tlePdRtmertt (WKhS 53 students in attendance. The
performance of 4th grade students the national standardized tés was above national average in
2012.The samecan be said about 7th gradsutcomesin math, but7th grade outcomes ifcelandic

were below the national average. The performance of students in grade 10 was similar to the national
average in mathematics, bit below average in Icelandic and well above thational average in
EnglishCl is considered to be inclusive in all areas. Particular emphasis is on respect for diversity. All
students are encouraged to participate in school activities, aaglan examip, special emphasis is
placed on including all students in the annual school celebration.

Q2 is located inthe capital aregwith around 20% immigrant population) and was established in the
early years of last century. In 202814 there were 46 teachers employed in the schaot, including

the headmastey deputy headmasterthe head ofthe immigrant€unit and supervisors ajrades 15

and 610. Seventeen percentf all school employees were of foreign origin. There were 472 students
in grades 110, 27% of Wwom had an immigrant background, representing 30 ethnicitéscording to

the nationalstandardized teststhe average erformance of students in grades 4, 7 and 10 in Icelandic
and mathematics in 2012 was above average when comparethtr schools in Reykjavik and across
the country. The school scored well in the parent survey waeexternal evaluation was done and
there was general satisfaction of parents with the sch@Zl.is an inclusive and multicultural school
where school activities are tailored to the needs of all students. It is considered a pioneer in
multicultural education and plays a leading role in thigdfiin the capital area. Emphasis is on
student<learning, respector diversity and cooperative learning.

C3 is situated in the capital area with around 7% immigrant population. It is a rather new school,
established in 2010 when two existing schooldweatdiverse group of students and staff wenerged

In 20132014 there were five peoplen the management team, the principal and four department
heads. There were 75 teachers and 44 other staff, with malasing uparound 20% of the staff. Nine
teachersand three teacher assistants had an immigrant background. There were 700 students in the
school speaking 21 languages, 18% with an immigrant backgrdimede were81 students in their

first or second year in the international unit. According to reports siandardized testingthe
outcome for the school for the gst fewyears was above average or average in 4th, 7th and 10th
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grades in Icelandic, mathematics and Englisln A& |y Ay Of dzaA @ a0K22ft F2
being, creativity and diverse t€eK Ay 3 a i NI §S3IASad ¢KS &d0K22f Qa 2¢
collaborative strategic planningf staff, parents and students.

Policies and curricula

The three schools have a clear and documented structure and framework for working with students
GAGK | F2NBAIYy o0l O1l3INRdzyR® adzZ GAOdz (dzNF £t AaY A& |
SiK2az y20A0SIofS y2i 2 yinévergdyy adiiigs? g1 the@mphaSisis LI IS a
on Icelandic only, both in teaching through the subjects and in communication, but in the other two

schools students are encouraged to use their first language as well as Icelandic. All three mahools
emphasis ond 0 dzZRSy G4 Q I OF RS Ybeify, cortrdl bEh&iypibgress/drd odlidboration

with parents.Each of the schools runs an immigrant unit or international department for children

whose native language is other than Icelandic. These uni®e v common thatall the students

belong to a regular classith a supervisory teacheand their participation in the immigrant unit

depends on their needs and pace of learnifiige more theybecomeproficient in Icelandic, the more

time they spend in the regular classrooms. There are several differences in how these units are
organized and managed. [@3,the unit admits students from other schoohtchment area in tre

town and the students go back to their home schools when they graduate from thavithiadequate

Icelandic proficiency. In the other two schools students have connections to the units after they have
G3ANI Rdzt SR aASS{Ay3a K2YSs 2 Niractising@ddiagiin tier ome y R 4 2 «
language.

An important factor that characterizes the personméio work in these units is their commitment to

YR &adzLJLJl2NIL 2F (GKS aGdRSydaQ FlFLYAfASAd® Ly SIFOK 2
staff assisted parents who are new to the Icelandigesyiswith translations, making phone calls and

other types of assistance

The schools emphasize diversity and inclusion in their official policies, as well as collaboration between
teachers and cooperative teaching methods. The policy of multiculturaladiducin C2is aimed at
learning to appreciate diversity and use it in a positive way. In order to reach those aims, the school is
developing teaching strategies thaighlightO2 f € F 6 2 NI} G A2y Ay GKS Ofl aaNp?2
strength that can be wxl for the benefit of the group, and that each and everyone should be
respected on their own terms. Furthermore, the teachers are expected to use diverse teaching
methods with the goal of actively engaging students in lessons through their strengthschb@ has
developed a website to support cooperation between parents, class representatives and supervisory
teachers when providing information about class related activities to/from those parents who have
not achieved fluency in Icelandic. These forms also available in Icelandic, so that foreign parents
can use them in order to e.g. invitechild@ peers to a birthday party arttiereby held the child to
improvehis or herlcelandic vocabularyC3has developed a policy focusing on working creatiusing
diverse teaching methods, where studies are tailored to indivi@bilities without regard for
cultural differences. The policy of bridge building between languages, culamdsxperiences and
between talents and skills of both students anddkers is strongly emphasized. The school further
emphasizes independence, initiative, and responsibility in students and that they set realistic aims. The
school ethos is characterized by enjoyment, play and-lalg and it has a whole school reading
policy stressing reading comprehension. Furthermore, this school has a pola&ysfgnindhomework

that is suitable for the student and equally dispersed through the week according to a predetermined
homework schedule. InC1l the explicit aim of the unit isto support multilingualism and
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multiculturalism to teach children cultural skills, develop knowledge, stimulate learning and promote
well-being of students while the acquisition of Icelandic takes place. Thus, the department aims to
assist students in adgting to new customs, traditions and to the new school system and, at the same

time, to maintain the culture of their homeland. Icelandic language is taught through other subjects,
such as history and geography.

Leadership

The structure and organizatioof the schoolssupports diversity and social justice. The schools are
organized in two different ways. Two of the scho@@&l and C2lse an integration model where
immigrant children are in regular classes with focus on social inclusion. The schootie Epecial
lessons in Icelandic as a second language for the immigtmtents based on their age and
competences. The third schqdC3has reception classeshere the focus is on helping th&tudents

gain academisucaess, which the school believesthe foundation for a successful integration. The
expertise in the matters of immigrasties not with the principal of the school, but with a lead teacher

or head of department overseeinthe program for immigrant studest The principalan all
investigated schoolsrespect the lead teachersand give them every support they possibly can.
Interviewed employees of all three schools represented a high level of professional standards that
were visible in their interactions with students, parents, colleagues amdirzistrators.The leadership

in all the schoolstakes a democratic approach and can be characterised as participative and
supportive. The leaders encouragee participation of studerg, parents and teachers in having
influence on school policy. The leadeapprecige any initiative taken by studegt staff or parents in
matters regarding school improvememctive participation among the teachers and sostadentsin

the process ofdecisionrmaking was observed Including parents is more problematic buteth
leadership in the schools have seen an increased involvement of parents in school matters. The leaders
trust the professionalism of the teachers and are supportive andatiprovidingan optimal work and
learning environment in the schol

Teachers

Although the structure of the schools artleir policies in relation to multiculturalism warcommon
emphasesand educational practices were recognized among teachers across schools as contributing
FILOG2NAR (2 &aidzRSY G aQ welbddingR 3 ¥troit visicor@®Osfudeiutrg dhd 4 2 OA | f
welko SAy3 gl a SOARSYyG Ay (GSFOKSNBRQ ¢62NRa |yR I OGAz2
to envision what they wanted to do in the future and engagleem in discussions and activities that

allowed stidents to explore their possibilities for the future and what they needed to do to get there.

This kind of work was important for teachers and students to make their learning meaningful for the
future. In all the schod teachers talked about the importarcof buildinga strong foundation in

Icelandicto enable students to become active participants in the school and society in general.
Qupport for student<learning of Icelandic varied from creating learning environreentcouraging the

use of Icelandic only within the school conté&tl)to fostering studentsfirst language while building

a foundation for Icelandic as a second langu&g2 and C3)Teachers highlighted that teaching

Icelandic as a second language wagertban just teaching a language. Students brought their cultural
background and language to the classroom and were also exposed to cultural skills of communication.
Teachersemphasizedthe importance of teaching Icelandic cultural skills and Icelandigukage

through all subjects.
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All the teachers spoke about the importance of creating a welcoming and trusting learning
environment for students and thisvas experienced duringthe observations. The schools used
different ways to promote that welcoming emgnment. Within all the schools there was either a
specific department or a homeroom for newly arrived students. This space was seen as important for
studentLwell-being. First, it allowed them to get to know other students that were going through the
sane experience of negotiating a new culture and learning a new language. Second, the space was
thought of as a place of security and support if students needed it. It was common that students kept
visiting these homerooms to get help with homework and disquersonal matters long after they had

G A NI Rdz (b&dmefull pgriipantsin the regular classroom.Teachers worked atdleveloping
teaching strategies thagmphasizeccollaboration, in whickstudents(strengthswere recognized and

used for the benefibf the group. The learning spaces created or developed varied between schools
and teachers, but whatharacterizedhem wascreativity, respect and motivatiod. (i dzR $nguisticQ

and cultural background as well @sS I O gegsdl#l @nd professional resrces were used in various
ways, including art, storwriting, presentations, individual and cooperative learnikgithin all the
a0K22fa GSFOKSNBR GFf]1SR Fo2dzi GKS AYLRNIFYyOS 27
families. They recognized th&milies had moved to Iceland for different reasons and they, as well as
the students, needed time, space and support to learn about the Icelandic school system and adjust to
GKS a20ASGed ClLYAtASAa 2FGSy O YShthe2uréabcBicMbriO K A R NS
involved in moving to a new country or to seek assistance for different matters. In some cases the
teacher had created after school classes for the parents to learn Icelandic and meet Icelanders. The
teachers talked about how thestudentLwell-being was closely connected to the wding of the

family and they made the effort to work as closely with the families as they could.

Students

All interviewed students with a foreign background, ag&58 had positive experiences with the
immigrant unit or international department. Some of the children have already graduated from the
unit, and they all felt that they were always welcome there, eviever they needed assistance with
Icelandic or other subjects. Students agremdthe importance of gettingime to understand things,
especially when they were newcomers. They talked about different walgsuofing the new language

e.g. by writing dowrwords in both mother tongue and Icelandic, using computer translatorsaving

a peer or an adultvho couldspeak the same language to help them out. They also stressed the
importance of having a person show them around and help them during theimfgeks at school.
When discussing favourite teachers, most of the students named teachers from the international unit
and used adjectives including® I NAF ABHEAEK St LIFdzA ad {2YS 2F GKS &GdzR
impressed with the fact that theireachers were willing to learn stude@I®other tongues in order to
facilitate communication with them and their familie@bservations showed studeriisngagement in
clases as well as a warm and rather informal relationship between students and teateidents

knew what their role and responsibilities werand they were able to work at their own pace and to
incorporate different techniquessuch ashooks and computers or working in pairs, according to their
needs and preferences. Moreover, they coglibose to sit separately if they needed to work on a
project on their own. They wereeither afraid to ask questions and share their opinions, nor to use
their mother tonguesWhen asked about their academic achievement, all students admitted that they
were doing well andyetting high gradesThe majority of them mentioned difficultieswith learning
English and/or Danish. All students had a positive attitude towards Icelandic, although almost none of
them was using it at home, e.g. with younger siblingstepparents They stressed the importance of
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knowinglcelandic for communicating with peers. Only some of them attended regular mother tongue
classes (in person or virtually) or studied it at horfilee majorityof the students attended after school
activities, including judo, football, dance or music classes. They were still unsure about theis future
and older studentdad not chosen a secondary school yet, but in general they wanted to continue
their schooling in Icelandlhe sudents said that they had made friends with other childrenin the
immigrant unitand also withpeers from regular classes. Thegd not experienced oseen examples

of exclusion in their schools and talked positively about them.

Challenges

Two of the municipalities have changed
their policy of immigrant education by
moving away from the model @ reception
a0Kz22f G2 | WwaLISOa
neighborhood schools. This has influencé
the way immigrant students are supportecg
The teaches working in the units g™
nonetheless still emphasiz a { dzR :
linguistic and cultural backgrousdand
their integration into the Icelandic culture
However, the change in policy has affected the structure and management of the Aindther big
challenge he three compulsory schools faced was a lack of funding that, combined with the change in
policy, affectedC1 and C2They have been forced to downsize their immigration programs by
decreasing theadministrativerole of the lead teachers, giving thefawer opportunities to evolve,

seek further education and manage the immigration programs. This downsizing has resulted in
frustration among the leaders of the schools and concerns that they were not meeting the needs of
the immigrant children sufficiently. THaancial cut seems to have had less effect on@3elue to the

fact that it is areception school for the whole municipalitand hasa largenumber of immigrant
children. In all of the schools sustainable leadership is a crissakand frequent chamges in the
leadership can produce insecurity as well as instability in the management of the immigrant units. This
was seenas a challenge along with concerns forminent changes in policy and organizatiofn
ongoing challenge for teachers is finding way make students profit from their prior knowledge and
capacities, thus building on theiesourcesalthoughthis challenge was not considered a burden but
rather an endless project that kept them on their toeEinally, there is a need of strengthening
cooperation and of creating a space that would allow teachers and school leaders from different
educational settings to exchange ideas and experiences and to discuss préuticesnpower all
students.

Upper secondary schoold))

Ul is anupper secondary schooithe capital area pviding both vocational and specialized
programs. It is subdivided into 13 trade and vocational schihas collectvely make up one of the
largest secondary schools in the country. U1 has a very diverse student body and the largest number
and percentage of students with foreign background in the country (over 4.5%). In January 2013, 119
foreignborn students representig 38 nationalities were enrolled in the school. The majority of them
are enrolled in a special program intended for recent immigrants who want to learn Icelandic and
increase their knowledge of English, mathematics and computer skills in order to meet the
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requirements of Icelandic upper secondary schodlBus, the school teaches students of immigrant
background separately until their Icelandic proficiency allows them to enroll in other academic
subjects. Many students continue their education in onelaf various vocational programs on offer,
such as hairdressing, information technology or multimedia.

U2 is located irthe capital areaand offers preparation for the matulation exam, preparing studest

for various academic university level studies. tidition, the school offers vocational training and is

one of the leading upper secondary schools in Iceland in Information Techndlbgynumber of
students in the school in 2011 exceeded 2000 and 3.3% of the student body were of foreign
background. The school has a long history of educating students with immigrant background and has
developed a multicultural policy and reception plam fimmigrant students. Teachers and students in

the school have often participated in projects with other European schools, funded by Leonardo,
Comenius, Nordplus and EEA gradtthough the normal period of study is four years, students can
accelerate the studies andgraduate in three years. There is also flexibility in the other diregtion
students may extend their studies a year and a half beyond the normal four years.

U3 is a school witha long tradition and it was the first comprehensive secondatyost of its kind in
Iceland.The school is located e capital arealt has a diverse student body and stathe school
offers a day school, an evening school ansummerprogram The number of students in the day
school has beerfrom 1300 - 1500 and800 - 900 in the evening school. What makes this school
interesting for our project is the fact that it is the largest upper secondary school in Iceland, with over
2000 students and employs 120 teachers.

In addition to preparingstudents for various academ university level studies, this school offers
gualifications in specializedreas such aa Business Diploma (2 years), and state recognizgehB
programs in Licensed Practical Nursing, Carpentry, Electrical Studies, and Cosmé&twymplso have
a ecially designed program for students with immigrant background, ay®a program with
special emphasis on learning Icelandic as a second language (ISA).

Policies and curricula

The Upper Secondary School Curriculum Guide is
framed by the 2008 UppeiSecondary School Act.
Therefore, the general policies and curricula of the
three upper secondary schoolglX, U2, 3, where
LSP conducted the research) respond to the
particulars of the Act.The Curriculum Guide
adheres to the six fundamental pillarsf education
which are: literacy; sustainability; democracy and
human rights; equality; health and welfare; and
creativity. The end goal is for students to be well
rounded and to acquire knowledge to be able to
think independently and critically so that thegrcactively participate in Icelandic democratic society.
The pedagogy includes offering a wide rangac#demic and vocationabursesand the use ofaried
teaching and assessment methods. The schools focus on cultivating a positive, healthy learning
envronment where respect, tolerance, and equality are the key words. They havebijeetive of
meeting students at their ability levabeingaware of the different needs of each individual student,
andensuringthe welfare, overall development, and eduaatiof all students
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Two of the three schoolkave specificeceptionprogramsfor immigrant students (in accordance with
Regulation No. 654). One of the schools has a separate curriculum for teaching Icelandic as the second
language with clear missions agdals. The schools emphasize providing these students with the tools
to facilitate their integration process both inside and outside of school. They teach them Icelandic as a
second language and practical knowledge about Icelandic society. To providtutlemts with equal
opportunity in their learning, the schools provide them with tutors and counselling. Pavéntsidren
under 18 yearsof ageOl' Yy NBOSA GBS Ay T2NXNI (A 2yngin éheirdhéritageK SA NJ O
language through the use of intagters. One of the schoolsses a mentor system to assist immigrant
students with their language learning and social integratiomportant goals with regard to students
of immigrant background includeldoosting their selesteem, promoting mutual understaling and
encouraging positive attitudeto breach prejudice betweestudents of different backgrounds and
immigrant students and their teachers.

Leadership

In order to createsuccessfulearning environments for immigrant students, all the schools have
created organizational structures in the form of independent units or departments for teaching
Icelandic as a second language. The programs for immigrant students are led by heads of departments
that either have knowledge or interest in the matter of immaigt students.Primary emphasis is

LX I OSR 2y &aiddzRSydaQ fly3adza 3IS tSENYyAy3a NFIGIGKSN (KL
environment. In one of the schools the program for immigrant students is organized as a separate
school whose primary ppose is to teach Icelandic as a second language. Students are generally not
allowed to take part in mainstream courses until they have gained sufficient skills in Icelandic.
However there is an increased effort made in all the sclsow integrate immigrant students in
mainstream courses soondn allthe schools the leaders ameoncerned abouthe social isolation of
immigrant students. In two upper secondary schools, the school leaders have widenetj¢otives

of the programs for immigrant students include the aim of decreasing social isolation of students. In
these cases, a wider variety of courses are offered to immigrant stud€&hts.leadership in all the
schools attempts to accommodate the different needs of immigrant students in order tidtectheir
learningand prevent dropoutAs an example of thisne of the schools hazorganizd the structure

to make it easier for immigrant students tmmbine work and studyThe upper secondary schools

have faced a reduction in funding since theoeamic collapse in 2008. This has resulted in fewer
resources for supporting immigrant students. One of the schools has been seriously affected by
cutbacks and feels @an no longeservice the immigrant studentsdequately

Teachers

Despite differencesni the organizational structure of the teaching programs in the um@mondary
a0K22ftasx 02YY2y GKNBIFR&a ¢6SNB FT2dzyR 6AGK NBIFNR i
and relationships with students. Many of the teachers had lived, studietiteavelled abroad and

have firsthand experience of living in a new country with limited language knowledge. The varied
background and experience of the teachers contributed to better understanding and insight into
multicultural issues. Several of the &eers had a strong vision for teaching with regard to immigrant
aGdzRSytaed ¢KSe SYLKIaAl SR GKS ySSR (G2 0StAS@S A
opportunities to continue with their studies and be successful in their future work lives. fEhay

was their responsibility to serve as advocates for immigrant students if neélesl.teachers had

G NBEAY3I 2LAYA2YyAa | o2dzi STFFSOGAGS GSIFOKAYy3I LINI O
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needs through second language instruction, whileesthhad a more holistic view towards student
YySSRa YR ¢gSNBE O2yOSNYySR o02dzi aGdzRSy(iaQ LISNaE2Y
learning. Many of the teachers were well aware of utilizing culturally responsive teaching methods.
They saw the impaance of recognizing studerf®sultural and linguistic backgrounds and personal
strengths and had high expectations for their students, while at the same time trying to create for
them a supportive and learning environment. In addition, teachers were eativhelping immigrant
students adjust and participate in society by teaching them about Icelandic culture and society in a
variety of ways, sometimes even outside of school time or school walls. This included instruction in life
skills, critical thinkingand awareness building. Another common thread exhibited by the teachers in
the uppersecondary schools was that of building supportive relationships with students. The teachers
showed empathy for students and were willing to take extra steps to assistugppbrt students, with

both schoolwork and issues in their personal lives. It was also characteristic of teachers to show a
genuine interest in the students and in some cases form personal relationships with the students that
were giving for both studentand teachers. Generalljeachers saw the centrality of Icelandic, rather
than the heritage language and identities of the students themselves, in their vision of effective
education.

Students

Overall, the upper secondary school students whom imterviewed appeared positive about their
schools and many of their teachers. Generalhey compared their schools favourably with those
from their home countries. They liked many of their teachers and seemed to benefit from those who
took a personal irgrest in them and their educational and language needs, and those who were able
to show their human side in addition to their teaching role. Some students also commented on the
usefulness of having to complete demanding (as opposed to too easy) acaderkicand of the
benefits of working with Icelandic classmaté&e had purposefully selected students who were
believed to bedoing well academically and socially. Most of these students showed determination and
had clearly defined goals, both for the immatdi and distant future. Most worked alongside their
studies, and they all planned to graduatsdin most cases plamtd to enter tertiary professionalor
academic programs of studgome students had Icelandic friends, although most of their friends had
immigrant backgrounds. Perhaps even more important than friendships, however, were their close
relations with their families, who provided a history of stable financial and moral support. Generally
students tried to maintain their heritage language andntities and remained interested in their
heritage culture, albeit with no school support.

Norway

Country context

With the economic upturn during the 1960s, Norway became a country with net immigration. The Halt
of Immigration Act was passed by Parliamani975, but an influx of refugees and asylum seekers in
the following decades, together with family reunifications, brought a steady increase in the immigrant
population. Since Norway joined the European Economic Area in 1994, there has been considerable
migration to the country, first of all from areas that have been hit particularly hard by the financial
crisis. Over the past ten years, the number of immigrants and children of immigrants has more than
doubled. By January 1, 2015, 15.6% of the total pemn of approximately 5.2 million had either
themselves immigrated (12.9%) or were born in Norway of immigmarents (2.6%) (Statistics
Norway, 2015). Close to 10% had foreign citizenship. The largest group by country of origin comes
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from Poland(almost 100,000, 12.5% of the immigrant population). They are followed by immigrants
from Sweden and Lithuania, groups which are almost equal in size (39,000). The Somali (37,500),
Pakistani (35,000) and lIragi (30,000) communities are important groups avitonEuropean
background. All together it is estimated that up to 300 different languages are spoken by immigrants,
most of them admittedly having a small number of speakers (Wilhelmsen et al, 2013). There are
people with an immigrant background in albiegian municipalities, but there is great variation in

the percentage they constitute of the inhabitants, with Oslo at 32% being at the top. The average
percentage is 14.3% and the standard deviation is high, at 10.4.

The official policy adopted for ¢éhincorporation of immigrants into Norwegian society is integration,
understood as giving the new citizens equal possibilities, rights and obligations to the rest of the
population while granting them the opportunity to preserve their language, culturevean of life to

the extent they desireo do so (Ministry of Children, Equality and Social Inclusion, 2012). In the
education system, approximately 12% of the children attending kindergarten and preschool are
considered to be language minority children ligving a mother tongue different from Norwegian or
Sami. The Norwegian Kindergarten Act states that these children have the right to receive support for
the use of the mother tongue in kindergarten and to develop competence in Norwegian. The section
ofthe! OG0 Sy dAidf SR AGYAYRSNAINISY & F Odz GdzNB | NBy
get support in developing their dual cultural identity (Ministry of Education, 2006). For the school
system, which comprises primary and lower secondary (graddo 10; ages 6 to 16) and upper
secondary (grades 11 to 13), there are no official statistics on language minority students, but a
reasonable estimate is that some 15% and 12% respectively of students in these two parts for the
system speak a languag¢her than than Norwegian or Sami as their mother tongue. However, the
Education Act does not afford any special treatment to students according to language background per
se. To be eligible for special tuition, tests have to indicate that the studeninkagicient Norwegian

skills to follow normal teaching in school. In such case, he or she is entitled to adapted instruction in
Norwegian, and if needed mother tongue teaching and/or bilingual subject teaching. Students may
also attend an introductory pigram of up to two years before they are referred to an ordinary school

or class.

The local communities and even the individual kindergartens and schools have considerable freedom
in how they organize the teaching and learning activities for minorityudagg children and students,
accounting for why there is much variation in this area across the country.

Preschools(P)

Both preschools (P1 and P2) in the Norwegian study
located in the central part of Norway, in municipalitigg
with  15¢20,000 inhaldants, and an immigrant
population of around 6%. Both present themselves a
communicate with parents on goals and aites
through their homepage.

P1lis a municipal preschool, built in 1942, with thre

departments accommodating 50 children agéd6,

thereof 15 of immigrant background. Two departmen:

have children agedd® and one has children from¢3 ?

years of age. The preschool has seven employees in permanent positions; one of them has an
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immigrant background. In each department one or two staff Badiniversity degree as a preschool
teacher. There is a playground around the preschool and a park and a forest area for walks nearby. The
LINS & OK 2 2 f Q aFricddshidSand&afé rér&iond far children and adaltg] it has a focus on

early intervention, language, social skills and playhe preschool has established a special room with
toys, games, artefacts and other equipment for language training that all departments may use.

P2is a modern, newly built municipal preschool, with four departments with up to 100 children in
total, whereof around ten have an immigrant background. Of the 27 employees with different
expertise and professional experience, two have an immigrant backdrda addition, they employ
temporary staff and practice students. It is a preschool especially constructed to accommodate
children with disabilities and they have emergency places for child welfare. The core value of this
preschool isto be an arena forcreativity and diversity, with special focus on music and outdoors
activities One goal is that children in this preschool learn to enjoy walks and outdoor life through all
seasons and in all kinds of weather. Through music and outdoor life they aimnialate the
OKAf RNByQa f I y3dz 3S I y R-cdnfitiénderatdlidentityy &nd dir kriavi&iged > ( K
of different cultures and traditions.

Policies and curricula

In both the preschools, leaders and employees see working with children of alutnd linguistic
diversity as a positive element, strengthening the environment in the preschools for all children,
parents and employees. They are among the preschools with the longest experience of working with
children with an immigrant background, ande of them with diversity in a wider sense, too. Both are
also engaged in network groups with other preschools on issues connected to cultural and linguistic
diversity in the preschools, sharing ideas and cooperating to improve on these areas. kpHowin
increased cultural diversity of the children and parents in the preschools in the area, both preschools
also have taken part in competence development projects on cultural and linguistic diversity, to
strengthen their educational work with these grapTwo to three employees from each preschool
were attending gatherings at the local university college four or five times a year for a period of two
years. Some hold degrees in special pedagogics, social work, childcare or other related areas. There
areno employees with a formal education on cultural or linguistic diversity in either preschool.

The educational platform in one of the preschools presents a holistic view of learning that focuses on
care, play and formation, that learning and developmenpgens in interaction with others, and that
children are active initiators in their own learning processes. Developing positive social relations, giving
time to ponder, explore and philosophize are seen as important. Sdwol ethos in the second
preschoolis to create a learning environment characterized by Avelhg and happiness, as well as to
promote positive interactions with other children and adults, in and outside the nursery. This
preschool also engages in a project where children learn to pudsvimto feelings, to develop
strategies to recognize and manage emotions, to give and receive compliments and to build
relationships (friendships). They celebrate United Nations Day, a multicultural week connected to
Thanksgiving, carnival, and the SyhRA 3Sy 2dza t S2 L) SQa Rl & ®

Both preschools highlight generosity, positivity and an inclusive culture as values that permeate the
schools, both towards children and parents, and among the employees. Observations confirm that
these are indeed values that areifpinto practice, inasmuch as temporary staff members are counted

in and included in decisions about daily activities and that children are seen and their needs and
demands are taken seriously. Both preschools host students from high school and univ@iedg,
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and persons on work pctice through social serviceBhese are seen as welcome additions to the staff

although they are not fully qualified as educators. There are of course conflict areas as well, for
instance on cooperation across departmentsem there is staff absent.

The preschools emphasize collaboration with parents and children. All parents are met in the hall
when they deliver their children in the morning and collect them in the afternoon. All employees
communicate with parents, and eograge those that have the time to join the children for breakfast

or just sit and chat for a while. The parents express gratitude and satisfaction with the way they and
their children are received and taken care of in both preschools. Some immigrant tparen
communicate in Norwegian or English. When there is no shared language, the swfiictsees,

Google Translate and illlustrations. In some cases, an employee speaks the same language as the
parents and children of immigrant background.

Leadership

In both preschools, the fairly new leaders are described as democratic, giving space to each teacher to
develop her department according to her views and the school ethos and curriculum. The leaders are
very much present in the daily work in the preschoofsl gake interest and an active part in
developing the aims and guiding principles of the work in the preschools. They are both experienced
preschool teachers with leadership experience, but have limited experience or education in cultural
and linguistic diersity. They are supportive of a diversity focus, and support the teachers who are
more experienced in this field in their initiatives. Immigrant children are placed in the department
appropriate to their age, like all other children. In one of the presth the leader attended network
meetings whenever cultural diversity was a focus, in order to strengthen her cultural competence. In
the other, the leader promoted sharing language training experience among the staff by making time
in a staff meeting tosare the competence in using the special room that this preschool had set aside
for language training.

Teachers

The teachers in both preschools see it as important that the children are surrounded by genuinely
interested adults, with a focus on individlyabased care and learning, implying that they emphasize
diversity, in order to provide justice and equality to each individual child. Teachers in both preschools
value outdoor life throughout the year, going for walks in the forest, to a river, orde sl snow in a

a0SSL) KAff ySIEINbpeod ¢KSasS OGAGAGASE FNB adAaydz I a
social bonding through activities that value other abilities than language. These activities are also used

to promote the learning ¥ ySg 02y OSLIJia 2y | LI NIAOdZ F NJ G§2LAOX
or to create belonging and pride in the local community, by walking to the homes of the children

within reach of the preschool. Many projects are attached to such walisd give inspiration to

activities such as drawing, painting, telling stories, and creating buildings from a variety of collected

trash materials. Many of these activities are not dependent upon faultless Norwegian language, but

may still support languagesdrning and create pride and admiration from other children over a
beautiful drawing or a nicely constructed building.

In one of the preschools they have engaged teachers with a particular competence in music. They aim
to be an arena for creativity and\dirsity, focusing on giving the children varied experiences both in
music and outdoor life. Through music, they stimulate children's language and physical development,
selfesteem and identity, and they use music to become familiar with different culamddraditions.
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Both preschools have teachers with a particular interest in working with immigrant children. In one, a
teacher heads networks, both within the preschool and with employees in the other municipal
preschools, to promote and share competerared experience. This preschool had experiences with
several cases of children and parents of refugee background who had had extreme life experiences of
violence and abuse, demanding the full attention of the entire staff in order to develop trust and a
feeling of safety for these children. They went far beyond what is usually the responsibility of a
preschool staff. These experiences contributed to the development of a competence and a dedication
among the employees that nurture work with other childreegardless of nationality.

In one preschool there is one temporary employee of African descent in a regular position, one Arabic
speaking and one Russian and Petiphaking. These individuals are valued among the staff as sources
of information and expeénce in matters relating to parents or children with different languages and
cultures. In the other preschool, having hired one Aragieaking employee on a regular basis gave
the Norwegian staff a positive experience, opening up collaboration that gtiengd their
cooperation with immigrant parents by having someone to ask whenever the Norwegian employees
felt insecure in their own practice.

Children (parents)
Observations in both preschools show children
immigrants as well as the group as a whqleho thrive

frustration or withdrawing from some activities part o
the time. A few chdren known to have experience
difficult times as refugees also at times may expre_£ ,
frustration or aggression. The parents interviewed in our research are generally satlsfled with how the
preschools take care of and provide a safe and good learning envénat for their children. They
regard the staff as open and interested in all parents and children, and express that they always feel
included and made to feel welcome. They feel that the staff encourages parents and children to share
words from their firs language, in songs, numbers, letters or fairy tales. Most of the parents have
however not had an interpreter when they attend meetings in the kindergarten. Some communicate in
English or Norwegian to a certain level, but not all.

Challenges

ThereisdJl NII A Odzf  NJ ySSR Ay GKS SRdzOFGA2Y 2F YAY2NRG¢
FANBO fly3dzZ 3Sd |1 26SOSNE | O0Saa G2 LIS2LXS sK2 &l
and random.There are posters on the walls with some wordktters or numbers in different

languages, and they use some songs and stories from different countries. Systematic development of

the Norwegian language is also lacking in generatthEBrmore, there was little or no use of
interpreters in meetings with arents. This reduces the chances of democratic participation, in both

the general work and the particular education of their children.

20K LINBaokKz22fa ySSR (2 &adNBy3aukKSy GKS adl¥f¥Qa
interpretation and commuication across linguistic and cultural differences and refugdsted

guestions. All staff members are language teaclteasd an increased awareness and competence in
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these areas may strengthen the use of everyday situations to improve second langaagad and
language ability for all children in general.

Compulsory schools

The compulsory schools in Norway are altogether four, divided into two separate levels, elementary
(age 6 to 13) and secondary (age 13 to 16).

Elementary level (E)

Elis situated in a medium sized town in South Bdatway. The school has 430 studeftom grade 1

to 7 (age 6 to 13) and approximately 100 employees. Ninety students have another mother tongue

than Norwegian, and 39 different languages are representetieschool. Thirteen bilingual teachers

are employed part time. E1 is a-salled focus school linked to the National Centre for Multicultural
Education (NAFOJ. KS ONA GSNAIF &aSd dzZLJ 6& b! Ch F2NJ 200+ AYyAYy:
longwayvk 0 K GKS STF2NIa& (2 0S02YS I+ Ydzf GAOdzZ (GdzNIF £ & C

GYFAYGFEAY RAGSNBAGE LISNRERLISOIAGSa: FyR GKFG GKS
development in the area, both internally and in special municipal and/orggl £ Yy S 62N) a¢ o F
NAFO webpage , our translation)

The school is one of two schools in the municipality that offers introductory classes for newly arrived
d0dzRSytad Cc2ff26Ay3 {K2NI QA oOoHnnuHLO &addzRASa Ay (K.
the model can be described as a separsile malel for introduction. This means that the
introductory class gathers students from the whole of the municipality, even though the school is
different from the one they administratively belong to. In the introductory class the newly arrived
students are offred special Norwegian language training and Social Science, as well as instruction in

other subjects, like mathematics. At the time of the fieldwork, 15 students attended the reception

class.

E2is located in a rural area in South Elstrway. The schodlas 560 studerst (ages 6 to 13, grades 1

to 7) and approximately 100 employees. Two bilingual teachers are employed full time, and eight are
employed part time. E2 is also a focus school linked to the National Centre for Multicultural Education
(NAFO). Quently the school hosts 34 different nationalities and 27 languages are represented. In
2012 the school was awarded H.M. Queen Sonja's School Award, an annual national prize that is
awarded to a school that has demonstrated excellence in its effortsamgte inclusion and equality.

The school integrates newly arrived students directly into mainstream education. Schooling is
organised so that each grade level has its own teacher providing special Norwegian language training
for the newly arrived immigramst This teacher (who at E1 is the reception class teacher) is part of the
team and cooperates with the other teachers at the grade level. This teacher has special training
within multicultural pedagogy and/or and Nongi&an as a second language.

Observatios and interviewsat E1 underline the possibilitieghat the reception class gives for
academic support and learning development for the newly arrived students. Because the introductory
class is smaller in size than the regular classtabeher follows tle students closelyit seems easier

for the newly arrived students to practice the Norwegian language in a smaller g¢lasis less
frightening and gives a better opportunity to learn the language by trying and failing. The model offers
a supporting ana¢omforting learning environment which makes the students feel safe and gives them
opportunities to form positive relationships in a smaller group of learners. Furthermore, the school
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leaders and teachers are aware of the potential weaknesses of the inttodumodel and address
them actively, for example in staff meetings. This-sgfliection seems to be a key to success.

E2 practices direct integration into mainstream. This model seems to have several advantages. More
teachersappearto feel more resposible for all students. The informants have also experienced a
KAIKSNI FLIWNBOAIFGA2Yy 2F GKS &aLISOALE Db2NBSIALY Iy
express that they see this as an interesting position and would be willing to qualify themdet such

work. Thirdly, the model seems to facilitate access to social resources for the immigrant students in
the sense that they establish friendshiglations with the other children, and express the sense of
belonging to a larger group of student&nally, E2 seems also to be aware that their choice of direct
integration into mainstrearmodel has advantages, but also disadvantages. Newly arrived students
win something within one modehat they lose within another model and vice versa. E2 thusgslac
much effort in addressing the potential weaknesses as part of the pedagogical development among
the staff.

Policies and curricula

In E1 the assistant principal has the main responsiblity for the schooling of newly arrived students. The
teachers who wik in the introductory classes are all qualified in the area of multicultural education

and/or Norwegian as a second language. In E2 one of the special Norwegian language teachers has the
main responsiblity for the education of newly arrived students. Th8 F OKSNJ A& LI NI 27

f SFRSNEKAL) G4SIFY® LYy NBOSyid &SIFINBRX 023K 9m FyR 9]
6 NBySaa 2F GKS ySSRa 2F AYYAINIyd &addzRSyidaz F2
Both E1 and E2 worg&losely together with the parents, by e.g. organising an international week,

setting aside the regular timetable and putting issues of globalization, internationalization and
diversity on the agenda, highlighted from a variety of didactical perspectives.

Leadership

In E1 and E2 the school leaders have worked systematically with multicultural perspectives among the
staff. Both schools participate in networks (NAFO), which means that they share their experiences with
other schools in the county. Participation the network also includes access to resource persons from
NAFO who work actively together with the schools in developing projects, for example orsobios
cooperation. In 2014, both schools initiated a project together with the County Councllriversity
College and two kindergartens on how to improve the interaction between minority parents and
school/preschool. The school leaders also aim to employ teachers with competencies within
multicultural pedagogy and/or Norwegian as a second language.

Teachers

Observations and interviews with teachers in E1 and E2 document how the teachers engage with
newlyt NNA PSR &0dzRSyiaQ ARSyGAGe 2N Ay ol &a GKI
discourses in school and society. This includes the understanding of linguistic diversity as a resource in
subjectbased teaching, in opposition to a maofinguistic dscourse which reduces language to
GALIBSOK O2YYdzyAGASAES A o02dyRSR SydArGASas FyR &
turned into advantages by the teacher, who allows for a wider conception of identity in opposition to

ways of restrictingl KS a0 dzZRSy daQ Odzf GdzNI £ o6F O]l ANRdzyR® ¢KS F)
K2s GSFHOKSNR 62N] SAGK O2y08LIia FyR I OFRSYAO |
proficiency in Norwegian.
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Students

Interviews have been conducted with former sards in E1 and E2 who look back on their experiences
as newly arrived students. Additionally, newly arrived students in E1 and E2 have been observed, with
a focus on teachestudent interactions.

The students in the study are between 6 and 16 years of @geir time of residence in Norway varies
between one and five years and they come from countries such as Iraq, Iran, Japan, Somalia, Iceland,
Poland, Romania and Vietnam. Some of them came to Norway due to family reunification, others due
to work immigrdion and others as refugees.

The students emphasise the school and their teachers as reasons for their success. They describe their
teachers as caring, kind, and genuine concerned with their sociabeiely) and academic success. All

of the students reort that they like going to school. The interviewed students see themselves as both
academically and socially successful. They have many friends, participate in sports, like football, and
some express the importance religiqrn particular Islant as animportant factor for their success in

a new country. For some of the students the Norwegian school system is very different from schooling
in their home countries in terms of discipline, teaclstndent interaction, and access to learning
material like boés and computers. However, all take pride in their home countries, and describe
Norway as their second home country.

Challenges

A remaining challenge for E1 and E2 is to involve all teachers in the schooling of newly arrived
students. However, E1 has takeseveral measures in order to make the ordinary teachers take
NEBalLRyairAoAtAde F2N) 6KS addzRSydaqQ GNlryairildrazya oS
improved practice within this issue by the reorganisation of separate introductory cléssdisect

integration.

A related challenge is the identification of weaknesses of the two models and to find ways of
counteracting the disadvantages. For some of the students within the reception model, segregation
into introductory classes makes it modifficult to relate and make friendships with other children in
the regular class. For some of the students within the model of direct integration, attending
mainstream might be an overwhelming experience that makes the students feel unsafe and
contributesto less use of the language and less subje@nted activity.

Secondary level (S)

S1 is a large mainstream lower secondary school
approximately 320 students from grades 8 to 10 (ages 1
16). In total, more than fifteg LISNJ OSy i 2
students speak another language than Norwegian at ho
Many of them were speakers of Somali, whereas oth
spoke Amharic, Arabic, Dari, Slovenian, Tigrinya and Tu
at home. It is situated in a medium sized town in South B
Norway. S1 is known fats work in the field of education
for students from linguistic minorities. They are acsdled
focus school linked to the National Centre for Multicultural Education (NAFO). In this connection, they
participate in a network that focuses on multicultusalhools in general, and in several developmental
projects that centre round newly arrived young people with little schooling prior to arrival. The school
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has a receptionlass for all newly arrived studesibetween the ages of 13 and 16 in the municipality

In addition, the school is respsible for the education of studeat FNRY (KS G246y Qa | &
centre and asylum seekers from several housing establishments for unaccompanied minors between

the ages of 13 and 18 in the town.

The students recruited for the study all attended S1 when they were new to Norway. They were
suggested by their teachers. At the time of the study, the students all attended the same upper
secondary school. In the early stages of the study the researdeelrtb recruit a second school, but

was unable to find one in the area with the right profile. For this reason the researcher prioritized to
study S1 in greater detail, as well as the young people, both in and outside of school (see in greater
detail belaw).

Policies and curricula

The assistant principal is responsible for the education of newly arrived students. The teachers who
work in the reception class are all qualified in the area of multicultural education and/or Norwegian as
a second language. @ether they cover all school subjects, which means that they are able to adapt
these subjects to the needs of the newly arrived students. When the students aheyenormally

spend all their time in the reception class. Dependent on their previous fiogoohey are gradually
transferredto the mainstream. During this phase, one of the teachers in the reception class assists
them in language learning in different subjects. A common working method is the usage of what is
OFff SR W02y OS LK). Sabje& ®ackie aré @spanditiieltddplck out central concepts for
each teaching period. The language teacher goes through the concepts in advance and helps the
aGdzRSyGa oNARGS |y SELXFYylLGA2Y Ay b2NBSHduagy, | yR T
the latter sometimes in collaboration with the bilingual teacher/parents. Sometimes the language
teacher also finds illustrations.

Ly NBOSyid @&SINE>X GKS a0Kz22f KIFa KFR YdzOK F20dza :
needs of newlyf NNA @SR &G dzRSydGaz aLISOAFAOIEte 2F (K24aS 4.
OAf Ay 3dz f 0§SIFOKSNAR KIFI @S 06SSy OSyidNIf Ay (GKA& g2
teachers were for example invited to talk about school systefsii KS & dzRSyiaQ K2YS
Quran school), and about their work with this particular group during bilingual subject
teaching/mother tongue lessons.

The school works closely together with the parents, by e.g. organising language homogeneous
meetings with parents from war countries who have very little schooling themselves.

Leadership

The leadership at S1 prioritises networks and developmental projects in the area of multicultural and
multilingual education. They are supported by the municipatityhis work. They also regularly send
teachers to courses and conferences connected to this field. S1 as a multicultural school is part of their
policy and vision, and it is regularly put on the agenda.

Teachers

{2YS 2F G(KS (S8FHOKSNIR RX S 408y SAT 0o AN] 2WdBSOF 453
an apprenticeship, according to the teachers because of his foesgignding name. One of the

teachers used one of his contactghich resulted in an apprenticeship. The student is not aware of the
G§SIFOKSNDa KSf Lo
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{2YS 2F GKS (0SIFIOKSNBE ¢6SNB LI NGAOdzZ F NI & 3JF22R +dG o
and cultural background when e.g. giving feedback in school assigame

Students

The young people in the study are between 16 and 20 years of age. They were selected on the basis of
being previous students in the compulsory schools in the study. They have been in Norway for
approximately five years and come from coues such as Afghanistan, Eritrea, Iraq and Somalia.
Some of them came to Norway on the basis of family reunification, whereas others arrived with their
family after having been on the run for several years.

The researcher aimed at developing participaensitive methods together with the young people,
GKAOK g2dzZ R fft2¢ KSNIJ 2 wasSd G2 1y26 GKSYQ> I &
process of negotiation, one of the students suggested that he could write reflective texts at the end of

the interviews, whereas others invited her as her Facebook friend, which in both cases allowed her to
study identity negotiations in their writings. The researcher also attended soccer practice, went to the
beach with sme of the student and conducted home \Vis.

During interviews, the young people gave a somewhat glossy picture of their (successful) lives. In
FRRAGAZ2Y (2 LlaaArofe o0SAy3d Ay NBalLkRyasS (2 GKS 7FI
a0dzZRSy G aQr GKSANI ai2NhdEia diaogue with Svidek stkio8l MhdNsBae@IR | &
discourses which have a tendency to report on difficulties connected to first generation newcomers.

CKS addzRSydaQ gNARGAYy3IA ydzZ yOSR GKS LRaAGAGS LIAOI
justice.

The students like going to school, and they emphasise the importance of their teachers for their
success. Moreover, they describe their teachers as kind, caring and knowledgeable. They describe
school in their home countries as different, certainly in terof discipline and access to computers

and books.

The ultimate goal of the Learning Spaces project it to develop guidelines and school reform based on
GKEFEG A& €SFENYyG FNRBY Wadz0O0SaaFdzZd AYYAINIyYyd aiddzRSy
cit AOFf LISNRALISOGAPS:E GKS NBaSHNOKSN ySSRa (2 Sy3
knowledges, understandings, languages, and ways of being at the centre of their actions. This involves
0SAY3 ANBALRYAADBS YR NB&LWRY I&FMRMARAYAS O2KAHINHDH & |
(Cannella & Lincoln, 2011, p. 83).

The students see themselves as socially successful. They have many friends, both in and outside of
a0K22f® b2yS 2F (KSYIX K2gSOSNE KI O NPSHEHISYNRDSG K2 N
they think this is a problem as they do work and interact with students from different backgrounds in

class.

Some of the students help each other to find books and texts in their home language as a supplement
to the Norwegian language ool literature.

Challenges

A remaining challenge for the school is to involve all teachers in the schooling of newly arrived
a0dzRSyliao ¢KS ao0OKz22tQa YIyr3IsSySyd GNASa G2 YSSi
smaller groups (across gradesdasubjects) and having the teachers discuss common challenges and
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opportunities. In addition, each grade has a leader. This leader has a particular responsibility to make
sure that this group receives special attention during the weekly team meetings.

Fnland

Country context

CAYyyAaK aitdzRSyGaqQ &adz00Saa Ay AYUGSNYyFdAzylf O2YL}
decade has been celebrated at the national level and remained a topic of interest internationally.
CAYYAaK &i dzR ShAdibaeR anidSgNIFE Belsthin lalytti@ Somains in each PISA cycle, albeit on
the decline in the latest one (Finnish Ministry of Education and Culture, 2013). According to the Finnish
National Board of Education (FNBE), education is seen as a key to corapesitivand welbeing of

the society. Education has long had a reputation as a basic right of all citizens and in this context is
provided free of charge. The right to education and culture is also recorded in the constitution. Quality,
efficiency, equity ad internalisation stand out as key terms in the Finnish education policy. In spite of
all the fame that Finnish education has recently received, it does not mean that there is no room or
need for development. écording to recent studies by Finnish resémrs Bernelius (2013), Riitaoja
(2013) and Kalalahti & Varjo (2012), among others, educational equality in Finland has weakened due
to increasingly nediberal policies.Studies also show that Finland has been facing threats of youth
marginalization (FNBE2014), lower performance of boys, Swedggteakers, and immigrants (K#pi
Jakonen 2011), and reduced widling at comprehensive schools (Harinen & Halme, 2012). Migration

to Finland is constantly growing; as the immigrant population grows we need mfmenigtion for
Y2YAG2NRY3 AYyaGSaANIrdA2y |yR adz00Saa imiigratinks®odg 2 NI RQ
at 17,000 peopleAt the end of 2012, a total of 195,511 foreign nationals were residing in Finland

3.6 per cent of the whole populationn12012, Finnish citizenship was granted to 9,518 people
(Ministry of the Interior, 2014)Elina Kilpdakonenshows that, regardless of current policies and
measures,children of immigrants tend to have lower levels of school achievement at the end of
comprehensive school than the majority and that their lower parental resources are partly the reason.
Refugees have the lowest levels of achievement overall. But there seem to be exceptions: Asian
immigrants outperform the majority, while children of one Fstrborn and one foreig#born parent

do not differ from the majority (Kilplakonen, 2012)Multiculturalism and discussion around
diversities in education are fairly recent in Finland. This is particularly relevant in times like ours when
Finland is sufféng like most countries in Europe from repeated economic crises that have led to anti
immigrant, xenophobic and racist discourses in the media and on the street. Dealing with diversities of
any kind in schools often produces differentiation and hierarchixa2 y Ay &LIAGS 27
professionalism and goodwill to treat students fairly and equally. Teachers seem to lack tools to
analyse and detect discourses that create othering.

Preschools (P)

P1 a part of a daycare centeis located in the capital area with around 25% immigrant population.
The daycare center was established in 1993, with 40% of the children of immigrant backgrbend
center is organized into five divisions by age. Each division has a team of divdessiprals working

with the children. In 2012014 there were 75 children. 49 spoke other languages than Finnish or
Swedish as their mother tongue and two had Finnish plus another language as home language. This
means that 68% were multilingual childrerhefe was one special education kindergarten teacher;

five qualified kindergarten teachers; and nine nurses (one of them-eabed Finnish as a second
language nurse); one day care assistant; and one director working in the day care center. The core
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values of the daycare center as well as in the preschool
group are: safe learning environment and every day life,
and social justice and trustworthy eoperation with
parents. Because of the large number of multilingual
children, language abilities are takemtd account in daily
activities. The peschool staff encourages parents to keep
their mother tongue alive in the families. Finnish as a
second language tuition is provided in everyday situations
and in separate groupsThere were 22 children in the
preschml group in the fall of 2013, two fulime
kindergarten teachers and one nurse/assistant. As an extra resource in that team, there was another
nurse who was working with two groups and one special education kindergarten teacher. 19 of the 22
children inthe group spoke Finnish as a second or third language. Most of them were born in Finland.
The preschool group has a large class space, which could be divided into two rooms. All divisions share
a bigger space, where the preschool children eat their mddls. space can also be used in different
activities, such as art and free play and be divided for small group activities. Everyday activities
included free and organized play both indoors and outdoors, organized activities and learning
situations, and dailyoutines around meals and rest.
P2 a part of a daycare center, is located in the capital area with around 25% immigrant population.
The daycare center was founded in 1992 and has from the beginning specialized irbsgerds
activities both indoors and@utdoors. The daycare center is organized into six divisions by age, and
each division has a team of diverse professionals. In-2013 there were 66 children in the daycare
center. 16 spoke a language other than Finnish or Swedish as their mother tanduk3 were from
families with two mother tongues (where the other language was Finnish). There were four qualified
kindergarten teachers, five nurses (one of them of immigrant background), one student (studying to
be an assistant) and one principal. Tdure values in this daycare center as well as in preschool group
are openness, flexibility, honesty, sense of community and chahigere were 21 children in the
preschool group in the fall of 2013, two full time kindergarten teachers and one nurse.thé af
children in the group spoke Finnish as a second or third language. Most of them were born in Finland.
The preschool group has a small class space for meetings in the morning and rooms for small group
activities during the day. Daily activitesaep Y Y SR o6 aSR 2y (GKS OKAf RNBYy 4
ethical views of the families are taken into account. Everyday activities include free and organized play,
both indoors and outdoors, organized activities and learning situations, and daily routioesdar
meals and rest.

Curriculum

In P1the curriculum as a part of early childhood education curriculum is based on the idea that each

child is encountered as an individual with her/his needs and skills. The preschool education focuses on
developing practies towards justice and human rights. Each child has equal rights to access care,
1y26ftSRAS YR (SIFOKAYy3Id ¢KS OKAfRNBYyQa Y20GKSNJ (z
planning activities and learning situations. Finnish as a second langwdfgresd to the children.

In P2the curriculum as a part of early childhood education curriculum is based on the idea that each
OKAfR &aKz2dzZ R 3IS0 tSIENYyAy3I SELSNASYyOS&ad ¢KS OKAC
account and Finnish as a sedotanguage is offered to the children. Spebtssed activities are
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emphasized in the preschool curriculum so sports and field trips to nature are in focus.

Organization and leadership

The structure and organization of the day care centres or preschoeoipgrdoes not differentiate
AYYAANI yi OKAfRNBYy® ¢KS& | NB FdzZ f & -0ASAlySINT i/ SKRA £ R
needs and backgrounds are taken into account in everyday life in the day care as well as in
teaching/learning situations. Thwas also strongly expressed by the parents. Each child is seen as an
AYRAGARIZ f Fa (GKS t NRA FaOhichil it anandlividich@ a repidSent@ike2oR f ™M &
a2YS Odz Gdz2NB¢ @

The leadership in both preschools is supportive and padinip. Principals are innovative themselves,

but they are encouraging and give space for the staff to create new ways and methods in education.
Principals are also supporting staff to educate themselves. All members of the day care community are
encouragedto influence preschool policy. Parents and staff express how their voices are heard and

how they are encouraged to develop new ideas and share with others.

Leaders of both preschool groups are qualified kindergarten teachers. The head teacher in the
preschool team is responsible for planning the contents in preschool education together with the
other team members, but the goals of the national Core Curriculum foiPHmeary Education are
guiding the education of the preschool group.

The principals in kb day care centres strive to build a learning environment for diverse children and
their families together with the staff. Goperation between community and staff is also strong.

Teachers

Two kindergarten teachers in Preschool 1 and three teachers stRwel 2 were interviewed as well

as the principals in both daycare centers. The teachers were very motivated in relation to their work
and the principals were motivators and also innovators. Each teacher emphasized openness between
parents and staff and qual education as a starting point to their work. It was -seiflent to the
teachers that each child is an individual and should have different goals and contents in education
based on her/his needs and skills. Overall the atmosphere among the teacleredegood and
relaxed. Both principals were motivated to lead their day care center and were eager to find new ways
to see education. In daily teachihgarning situationgifferentiation and learning by doingroved to

be crucial. Active learning and leémg by doing were key ideas in both preschools. The children often
worked in small groups. Different kinds of grouping were used depending on the learning goal. One
main idea in the grouping was that children should get experiences of success evergatzyers
emphasized joint values and goals, professional skills and expertise and strong teamwork as main
factors in successful education. All the teachers had quite a long career but they were eager to take
part in inservice training and educate themsedvéBecause both day care centers were placed in areas
with a large number on immigrants, teachers already had a lot of experience in working with
immigrant children.

Challenges

One challenge appeared in the data from the preschools. More competencieadhibg Finnish as a
second language in the group are needed because of the large number of children who speak Finnish
as a second or third language. The specialized teacher of Finnish as a second language was able to
work in Preschool 1 one day per wedlyt in Preschool 2 Finnish as a second language is mainly
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included in other daily activities as it is also in Preschool 1. It seemed to work fine but guidance and
professional skills in language teaching are needed when there are many children learrémg a n
language in the group.

Compulsory schools (C)

Clwas founded in 1915, so it is old and monumentBiere are currently g
about 200 students in first through sixth grade and the number of sta
around 20 with class teachers, subject teachers, spedabs teachers;
and school assistants. The demographic structure of the population ing

big Somali minority. Around 25% of the students speak Somali as
mother tongue. Amog other languages spoken at school are Arak
Turkish, Kurdish, Russian, Estonian, Pasto, Bengali, Lingala, Frencf
Portuguese. The school year that the data was collected, a little over 7,
of the students spoke a language other than Finnish as tfiest \
language. There were also many students that had Finnish as a
language. The number of bilingual families was also higher in this school than the average in Helsinki.

This school has a French immersion classroom and all the children haveptirtunjity to be taught in

French. This is very special and has helped to create a school with a good reputation and not just
YIE1TAY3 Al 1y26y F2N Ada WAYYAINIYyGAQd ¢KS OdzNNXR ¢
where each student has an equagiit to belong to the school community. The school focuses on
developing practices towards justice and human rights. Each child has an equal right to access
knowledge and teaching. The teaching of the Finnish language, mother tongue languages and religion

is offered to all the children with immigrant backgrounds. Another emphasis in the curriculum is

nature and sustainable development.

C2is a teacher training school, which means that the student teachers practise teaching in this school,

and it is part otthe University of Turku, Department of Teacher Education (Seett Finland). The

school is independent from the city school system. It has 900 students with 25% students whose first
language is other than the school language. It is both an elementarjoarer secondary level school.

LG A& £t20FGSR Ay | YySAIKOoO2NK22R gAGK | fFNBS LJLI]
0l O13ANRdzyRa¢s |t (iK2dAK Ylye FlLYAftASaAa KIS fAOBSR
Finland. This is alsconsidered to be a challenging neighbourhood in a secamomic sense, as it has

a large area of city housing. The principal of the basic education mentioned in an interview that it is

very important to them to be a school for the whole district. A sifjthis is that they keep the school

doors open during school days. The main aim of the basic education in this school is to support and
GFr1S OFNBE 2F SIOK aidzRRSyiQa I OKAS@SYSylia Ay (KS
states that the gohis that each student gets the best possible school report at the completion of
compulsory education and continues education further. The fact that the university school is in the

middle of this neighborhood adds value to the area. The school wantitFgr € S G2 0SS (GKIF G 2
AY I YARRES 2F GKS QGAffl3ISé¢d ¢KSe INB Ffaz2z g2N]A
hobbies and after school activities.

C3is a Primary school (preschool and grades) located in the heart of the city. The school building is
one of the oldest in the city and has a prestigious reputation. Besides the Finnish classes, it runs a
bilingual Frenchrinnish programme. Along withehFinnish students and a wide variety of immigrant
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background students there is a vast number of expatriate families. As one of the mothers described
0KS atGdRSyiGay aoAldK GKSasS ({ARaz Al A& 2dzatd a y2
Lilfes /KAyl 2NJ a2NROO2¢ o

C4is a Comprehensive school (grade8)7ocated in a suburb of the city. The area is characterised

with high unemployment figures. The school has shown special interest in developing various support
aeadsSya Ay 2NRSNI G2 0S Whe priscipal Bas Reenia$iNdect @ e diylitazR S y G
RSOSt 2L AYYAINI yi OKAfRNBYyQa SRdOlI A2y d

G5 A Comprehensive school (gradeS)llocated in a suburb having the highest percentage of foreign
citizens living in the city. The area is also characterised withciive educational campus hosting the
university, the university of applied sciences and vocational education establishments. The number of
immigrant background children has grown steadily over the years and now one quarter of the students
have an immigant background and over 20 different mother tongues are spoken.

Ly 6KIFG FT2ff2sa ¢S LINBaSyid GKNBS OFasSa 2F wiazzR |

Case 1: Second gradédnclusion as a good practice

The class is an inclusion class that we consider asad el of inclusion. It is collaboratively taught
between a class teacher and a special needs teacher. There are three special needs students in the
class, and 25 children altogether. Half of the students in the class speak Finnish as second or third
language. Most of them were born in Finland. One third have parents with different mother tongues.
The teachers have two classrooms at their disposal so they can flexibly divide the group or work
altogether in the same classroom. In this classroom each studespecial, similar, different, Finnish or
immigrant in diverse ways.

When the class starts in the morning they begin by greetings Higgdd huomenta! Bonjour! Good
Morning! Salam alaikum! Sabah-ldhair! Gunaydin! Kim jaa! Strastuitze! Bon dia! Ténem the start

the teachers have been making a big issue in the class about how great it is that they speak so many
languages. They also discuss a lot about different kind of families. Some families in the class have many
children. The teaching in the clasom is flexible and they work a lot in small groups.

Case 2: Supportive measures in action

The basic initiatives that are targeted to students with diverse cultural backgrounds like Finnish as a
second language, Home/Native language teaching, preparattess / year and teaching about
RAFFSNBY (G NBtAIA2ya 6SNB FLIWLX ASR Ay Fff &a0K22f ac
daily life might be challenging. At the time it appeared that these important support mechanisms
brought some unnecebsNE RA @A aAiAz2y o0S046SSy addzRSyida So3ao aiK:
fly3adza 3S YR (K24aS y2i¢é¢d ¢2 | @2AR (KA&X Ay &aoOKz2
were made in order to be able to move students in a flexible way between home Faumsh classes

and Finnish as second language classes. In school B (Tampere) the flexibility of the core curriculum was
taken the furthest by giving students the possibility to pass courses more in an individual order without
needing to repeat the wholgear again if they failed one ore two subjectgokaton ylakouluin

Finnish). This was done in order to give students more time to learn the Finnish language.

Case 3: Teacher with an immigrant background as a role model
In Turku we found teachers with ammigrant background working during the school hours, and not
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only as mother tongue teachers outside the normal school hours, which is typical in the other schools.
One good example is Samran, who at the time of the interview was about to finish his bwin iMS NI &
degree studies at the University of Tampere. During his teaching experience he started wondering why
some young people with a similar background to his own (immigrant/refugee background) succeed
FYR a2YS R2 y2id ¢KSNFBradsSeryknuéh tosour NdrdicNorjact task &a A a
his study focuses on why some students succeed and some do not, in this case for those students who
have the immigrant background. His results show that: 1) language is one very important factor; 2)
family sypport is also mentioned among his research participants; and 3) the fact that successful young
people know who they are and where they come from, and why they for example have been refugees.
For the parent involvement he states that even if the parentsndb have an academic background
they can offer support by being interested in their children, provide food, etc.

Samran has also observed for many years the struggle for some students to study in the Finnish school
system without sufficient skills in théinnish language. To him these students are too often placed in
special education classes, not because of any learning disability, but more because they for some years
KIS 0SSy O02YLX S(iSte aGa2dziaARSe 2F gKIG #idlLIISYy &
enough. According to him, six months of preparatory class is not enough. Also the learning materials
F2N) Y20KSNJ 2y 3dzS GSFEOKAYy3a NB @GSNB 2fRX | yR R?2
years, he has developed his own materials vehbe has produced explanations for difficult Finnish

terms in math, history, geography etc. He has noticed that if the students do not understand these
terms, they lag behind in learning. In the university school they can actually give mother tongue
teaching support as cteaching during the normal classes, which he finds to be the best way of
delivering mother tongue teaching at school.

Teachers

Teachers were mainly very motivated to do their work as teachers. Overall the atmosphere among the
teachers semed good and relaxed in each school. The way in which they worked with immigrant
children varied. It was also easy to identify teachers who were interested in promoting justice in their

work. There were teachers who were more involved and interested @ lite of children with

immigrant backgrounds, while other teachers showed some kind of ignorance towards them. The
words collaboration, c@ LISNJ G A2y FyR Tt SEA0AfAGE OKI N} OGSNMNAS
explore new ways of learning and argsing their work in order to meet the needs of students. They

worked in multiprofessional teams e.g. subject teacher, transition class teacher and Finnish as a
second language teacher in order to develop their teaching.

Students/children/parents

A good studentteacherparent relationship is valuable. It was touching to hear students talking
affectionately about their teachers. Students were comparing how school life had been in their
previous schools, and how it was now. Parents play an important raletlaa parents who were
interviewed were satisfied with the schools. In one of the schools they organised breakfast events for
parents every now and then to encourage parents to visit the school and meet with the teachers and
other parents.

Challenges
The principal has changed in one school during the project so it is difficult to know how sustainable the
ideologies that were emphasized during her long leadership period were. Also one concern that we
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researchers identified is that some teachers tookamost alone the responsibility to develop the
practices towards more just schools. These types of visionaries may burn themselves out, and the
practices may fade away if that one teacher leaves the school. Also there was a difference in how
gender divergy and equality were considered among the teachers. One of the major challenges is to
continue developing a comprehensive school that can cater for a growing mixture of differences but
still be able to host a strong sense of belonging. How to make udeofearsatile cultural capital that
aidzRSyiGaQ FlLYAfASaAa LRraaSaa Aa | OKFffSy3aSo

Upper secondary schools (U)

U1 Founded in 1869, this school is one of the oldest in Finlg
and the first Finnistspeaking school for girls. Since 1924 it
been training foure teachers, and in 1969 the school beca
co-educational. In 1974 it became part of theachertraining §
unit of the Department of Teacher Education of the Univers
of Helsinki, and along with that role the school has a
provided further educationdr in-service teachers. The schod
consists of the 1§ear comprehensive school (ages 6 to 1
including preschool, primary school and lower secondary school levels (Basic Education), and the
upper secondary school (ages 16 to 18). In 2003 the schoatdnoveastern Helsinki (8 km. from the

centre), where a modern school building was built as an integral part of the Helsinki University Campus

at Viikki. Students (ca 940; 250 in upper secondary), teachers (approximately 100) and teacher trainees
(approximately 250) from the preschool level to the upper secondary school level now operate in the

alYysS a0Kz22f o0dZAfRAYIDP ¢KS ydzYoSNI 2F WOILy2y A0l Q
at Viikki upper secondary (less than 10%). This is probablyiRelaté 2 G KS WSt AGSQ aidl G dz
to the strict selection based on grades. The school does have many foreign-aatiobhal students

from somewhat privileged backgrounds. The school provides a safe anentipded environment for

all. The educatioal philosophy of the school is to teach its students the skills and knowledge needed

in the future. Traditions are respected and observed, but the school also emphasises the importance

of experimentation and research in a natural school context. Conselyémgether with the National

Board of Education and other development organizations, the school participates in many local,
national and international projects including projects in teacher education.

Leadership

The upper secondary section of the schbas its own principal whose role is to make sure that every
upper secondary student feels included. The issue of bullying is taken seriously and the school follows
the equality and social justice plan of the University of Helsinki. The principal maisesgleefforts to

include discussions around these two topics as much as possible and to make sure that these are
respected values by all. Problems are thus discussed and solutions found in cooperation with all the
people involved. The principal is respidsle with her colleagues for several webtablished
programmes that have been set up in the upper secondary school and the school in general. One
example is the PARKKI room (2908 place where students can come to talk about their feelings and
discusspotential bullying. The PARKKI room also offers school support for those in need. This can be
short or long term. Another example is VERSO (30®hich aims at reducing bullying and finding
solutions for it. Two older studentsin connection with the pncipalg try to solve the issues together

with the people involved. A system of tutoring in upper secondary also helps to create a sense of
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community and belonging and to support those in need. Finally the principal, as well as the shared
leadership repesented by teachers, works closely with parents by meeting them regularly or by being
in contact through the parent association. In general the principal felt that there were very few issues
O2y OSNY Ay 30 | YO\ YANRRTIRA R & ( dzR S y i &chobly theiréaSon belnty iBaN) & S O 2
they had been competitively selected to enter the school and thus quite successful. Some of the

immigrant students had done an extra year of compulsory school to make sure that e.g. their Finnish
was at a very high level.

Teachers

We interviewed two language teachers who teach upper secondary school students, one working as
vice principal at the upper secondary level. Along with these, we interviewed two school counsellors,
one psychologist, and one special education teachbey all felt the same as the principal above and
argued that immigration was not really an issue at upper secondary level. Again the few immigrant
background students who study at the school were well prepared to face the competitive stress of the
uppersecondary years.

Challenges

The main challenge in terms of general upper secondary school, not only at the school under review
but in general in Finland, is the minimal humber of immigrant background students who enter this
level of education. The criteri®@ enter some upper secondary schools are very strict, which reduces
the chances of many immigrant students. This is a significant challenge as this level is the key to enter
higher education. Very few students of immigrant background are able to cornvedfitenter Finnish
universities. One solution could be to impose positively discriminatory principles for such students, to
YF1S a4d2NB GKFdG GKS LI GK G2 KAIKSNI SRdzOF GA2Yy A& Y
that upper secondary sclods in Finland do not share the same prestige and there seems to be a
relation between lower prestige schools and a larger number of immigrants. That is a trend that
municipalities such as Helsinki are currently trying to reverse.

Sweden

Country context

SWSRSYy A& (G2RlI& O2YyaARSNBR | Qadzt G A Odzt (i dzNJ € { 2 0A
market related immigration and continued with the numerous groups of political refugesishave

arrived in Sweden during the past three decades.

The Swedisleducational policy has since the beginning of the 70s been part of immigration politics,

and since the 90s part of integration politics in Sweden (Prop. 1975:26; Prop. 1997/98:16). In 1975
Sweden got its first official policy act directed at immigrants attthic minorities, an act that was

based on multicultural principles. Resources and support were extended to ethnic groups to preserve
their language and culture. In the 1990s this multicultural policy was strongly criticized. The argument

was thatamulk Odzf G dzNJ £ LRf AOe O2y(iNAROdziS&a (2 ONBILGS |y
GKS AYYAIANIyidaed IyR KAYRSNBR GKS AydSaNridazy 27
integration policy in 1996. In the integration policy there is a gre&teus on diversity and universal
principles. In public discourse, media, debates, etc. diversity is still often associated with immigration
FNRY 2dziaARS d2Sa0SNY 9dz2NRLIS¢ o[ dzyySoflrR 3 W2KIy
diversity has a brad definition, as the aim of the Swedish integration policy is to give general support
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to the whole population rather than to specific groups. The educational act is in line with this policy.
The one exception here is children with another mother tonguant®wedish. Children in psehool,
students in compulsory school and students in upper secondary school are all entitled to mother
tongue teaching, ithe language is used in the family addition to this, students in upper secondary
schools need to havd @S NE 3 2 2 Rof the/raothér ®RgHeSanguage in the family context in
2NRSNJ 2 0SS SyGAGtSR (2 &adz2ll2 NI o Ly G2RIFé&Qa SRdz0
an arena for social and cultural interactions, aimed to prepare the mgrgenerations for a life in an
increasingly internationalised society. However, since the 198fmre has also been a growing
awareness of the ethnic and cultural differences and racism in Swedish society. The past 10 years have
seen a growing debate abbthe relation between immigration and internal national problems related

to segregation and xenophobia (Lunneblad & Johansson 2012).

Preschools (P)

P1, the City Preschoolis a preschool situated in ar
urban area of Sweden, in a city with around 20
immigrant population in 2010The City preschoolis
part of City School (case,3)oth established in 1980.
The school is a swalled éfree schoat. The schoolsin
the project in Sweden are run by the municipalities.
free school is controlled by centrabnd local 8
governments by means of the national curriculu
financial funding and school inspections, while at t
same time educational quality is seen as somethi
achieved through competition between schoolShe
schools get paid for each student thatextds theschool and if the student chooses to start at another
school the funddollow the student. This hacreated what has leen described as a quasiarket of
municipal and free schools where parents and students choose their scAd@<City preschdand

school is located in a suburb of an industrial city, 15 minutes by tram from the city center. However,
since there are few settlements between the city area and the suburb, it is considered as separated
from the rest of the city. Municipal statistiésdicate that the number of unemployed adults is higher
and the average income is lower than in the surrounding municipality and nearly 35% of the
inhabitants receive economic support from the social welfare. The suburb has approximate 48,000
inhabits, 786 of whom are born outside Sweden. The students and children at City school and
preschool have one or two parents born outside Sweden. Apart from Swedish, 15 different languages
are spoken among the children/students in city preschool and school, inclsdinglanguage. The
largest language groups are Arabic, Tigrinja, East Syriac, West Syriac and Polish.

The preschool building and the school building face each other with a common yard in the middle and
older and younger children as well as teacher stafin different educational levels may visit each
other during the day.

22 children attend City preschool. The pedagogues include two female preschool teachers with
university degrees in education, one female nursery teacher and one female assistantoNihee
pedagogues have an immigrant background. Staff retention rate is high. The preschool consists of one
group of children 1.5 5 years of age. The school apceschool have aeligious (Christian) profije
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children with different religious backgroundse welcome but the peslyogues are required to have a
Christian faith.

P2,the Village preschodt & &aAlGdzZ- 6 SR Ay | &avYlff agKAGS O2ftf | NE
farms and forests. Municipal statistics indicate that the number of unemployed adults is lower and the
income is higher, both compared to other rural communities and to Swededken as a whole. The
municipality has a population of 38,000 inhabitants, of which 10% were born outside Sweden. The
preschool has five groups of children divided by age (4 groups with chileBeyears of age and one

group with children & years ofage). The number of children is around 110, 40 % of whom have
another mother tongue than Swedish.

Pedagogues workingith the observed groumf children aged & are two preschool teachers with

university degrees in education and one nursery teacher.r& galue of the preschool isquality &

equity. The preschool has frequent evaluations together with parents and children, regarding their
62N)] GAGK Sljdz € NAIKGA FYR GKS ay2 @A2flGA2yé |
website, andthered | f a2 | O2Lk F2NJ SGSNEB2yS (2 NBFIR Ay (K
and pick up their children.

Some examples put forward from the children in the latest report from 2014/2015, is that they felt sad

if they were excluded from play or if s@one teased them. The pedagogic strategy to meet this,
FOO2NRAY3A (2 GKS NBgod/MNglka SAFIAIRUZBE AL dPodKKA aF¥FSKSY a
are supposed to work with these issues on a concrete level together with the children and take into

I O02dzyi (GKS OKAf RNBYyQad RAFFSNBYy(d SELSNASyOSao
Policies and curricula

Both preschools follow the national curriculum for peehools, Lpf@ 98 (Skolverket, 2011). The city
pre-school has dhristian profile, but this is not stressed in local policy documents. Rather, certain
values are repeated on webpages and local documents such as making every child visible, taking care
and helping each other and the importance of creating good relatibesvgen children, children and
teachers as well as between preschool and home/parents).

In line with the national curriculum for preschools, local policy documents describe multiculture as a
positive resource in preschool. One example is from the quadiport at City preschool, where
OKAf RNByQa ol O]l aNRdzyRa I N RS&ZONAOGSR Fa LINI 2F
Swedish identity.
The [city school and preschool] tries to find ways in order to create Swedishness and a sense of
belonging to Sweden where our multicultural background isaaset (Quality report, 2012 p.
14).
Policy documents describe the preschools as child centered with a focus on the competent child.
Children are competent enough to give their opinions about questimportant to them and it is the
I Rdzf GAQ NBalLRyaAroAtAGe (2 tAadSy YR YIS GKSANI I

Learning, participation and organization are some key words mentioned in local policy documents.
Learning is here understood as a combination driéng and care (Edu Care), described as a
fun/creative (lifelong) learning for children as well as for adults. Participation is seen as a way to gain
influence in daily activities in preschool, as well as to influence the future. The focus on orgariratio
described as the necessity to build organizations that take into account experiences and knowledge of
individuals and by that generate future knowledge and hope.
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